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The present study aimed at examining the relationship 
between principals' perceived transformational leadership in 
terms of charisma/inspiration, intellectual stimulation and 
individualized consideration and teachers' self concept in terms 
of pedagogical self, social self, personal self and 
administrative self. A total of 385 teachers and 25 principals 
from 25 secondary schools were involved. 
A preliminary analysis was conducted. Teachers, in 
general, are found to have high self concept and teachers' 
response alternative towards their principals' transformational 
leadership is above the conceptual mean- Teachers7 self concept 
measures are highly correlated with each other and so are the 
transformational leadership measures. Moreover, teachers' age, 
teaching experience and administrative experience are positively 
and significantly correlated with all the teachers' self concept 
measures. Principals possessing higher qualification and 
professional training tend to score higher in intellectual 
stimulation and individualized consideration. 
The main analysis was conducted revealing that when the 
principals are perceived by their teachers as transformational 
v 
ones, teachers tend to have quite high self concept. All the 
transformational leadership measures have a positive significant 
correlation with the teachers' self concept measures. 
Principals' charisma/inspiration significantly contributes to 
teachers' pedagogical self and personal self, whereas 
principals' individualized consideration is the powerful 
predictor to teachers' social self and administrative self. 
Moreover, teachers' administrative experience contributes to 
teachers' pedagogical self, while teachers' age contributes to 
teachers' personal self. Teachers' administrative experience, 
teachers' age and teachers' post contribute to teachers7 
administrative self. 
Based on the above findings, some implication and 
recommendations were made for further research and practice. 
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In this chapter, the general background, the purpose 
and the significance of the study will be described. 
1.1 Background 
In the past two decadesA quantity of education was the 
focus of educational development in Hong Kong. It was reflected 
by the policies such as the implementation of 9-year free 
compulsory education, the expansion of F4 F7 places and the 
expansion of tertiary education. As the quantitative goal has 
almost been achieved, in the recent two years, the government 
has turned its attention towards the quality of education. The 
School Management Initiative published by Education and manpower 
Branch and the Education Department of Hong Kong in March, 1991 
is to set "the framework for quality in Hong Kong schools." 
Education Commission Reports No.4 and No.5 also contain 
proposals on quality-related issues, such as curriculum 
development and teacher training. 
The recent trend of putting great emphasis on the 
quality of education is not only the central theme of Hong Kong 
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education but also the great concern in other western countries. 
According to Caldwell and Spinks (1992), educational reforms 
geared towards quality education for students take place in 
Britain, England, Wales, Australia, New Zealand, he United 
States of America and Canada and there are signs of such 
reforms in Eastern Europe and the Commonwealth of Independent 
States (Caldwell & Spinks, 1992). 
When considering quality of education, many theorists 
consider the school principal to be the most influential factor. 
The principal, being the head of the school, plays an important 
role in shaping and managing the school (Blumberg & Greenfield, 
1986; Kimbrough & Burkett, 1990; Sergiovanni, 1991). According 
to the School Management Initiative (1991, p.14), "The principal 
should be the keystone of the school system* He is the chief 
executive of the school, with legal authority over pupils and 
teachers in educational and discipline matters• “ In other words, 
the principal has the power to mode the school either in a good 
way or a bad way A bad example is what School Management 
Initiative mentioned, "some principals see their post as 
opportunity to become 'little emperors7 with dictatorial powers 
in the school•“ (p.14) 
A governmental study of the U.S. Senate (1972) also 
reached the same conclusions that "in many ways the school 
principal is the most important and influential individual in 
any school It is his leadership that sets the tone of the 
school, the level of professionalism and morale of 
teachers.... If a school has a reputation for excellence in 
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teaching, one can almost always point to the principals' 
leadership as the key to success•“ (U.S. Senate, 1972)• With a 
view to improving the quality of education of Hong Kong, 
principals' leadership in Hong Kong secondary schools is to be 
investigated in the present study. 
In the past century, there were numerous leadership 
studies on areas such as power-influence, trait, behaviour and 
contingency. Yet these researches were criticized because very 
often only a certain aspect of leadership is studied isola edly, 
resulting in over-simplified and confusing findings (Bolman & 
Deal, 1991b? Owens, 1987? Yukl, 1989). Many such studies just 
focused on two aspects of leadership behaviour, namely, the task 
orientation and people orientation. Situational theorists 
argued that the most effective combination of people- and task-
oriented behaviours varied according to situations. However, 
such emphasis on situation and leadership style is basically 
transactional in nature, ie. based on an exchange relationship 
between the leader and the follower. 
In recent two decades, a new paradigm of 
transformational leadership ( Bass, 1985 & 1990,• Burns, 1978) 
emerges. Burns (1978) and Bass (1985, 1990) conceptualized two 
factors to differentiate ordinary from extraordinary leadership. 
Transactional (ordinary) leadership is based on an exchange 
relationship - follower compliance is exchanged for expected 
rewards whereas transformational (extraordinary) leadership is 
development-oriented for the purpose of change. The leader's 
focus on the development of subordinates enhances their 
3 
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performance which, in turn, leads to organizational growth 
(Kirby, King & Paradise 1985)• According to Avolio and Bass 
(1987), transformational leaders do no necessarily react to 
environmental circums ances —they create them. Transformational 
leaders are able to alter situations. 
Transactional practices aim at maintaining the 
organization - getting the day-to-day routines carried out 
(Bass, 1985; Sergiovanni, 1990a & 1990b) Such practices do not 
stimulate improvement. Competence is reached as routines are 
carried out according to transactional leaders' standard. 
Transformational leadership provides incentive for people to 
attempt improvements in their practices (Leithwood, 1992) . With 
inner motivation and personal development from followers, 
excellence is achieved. That is why Avolio and Bass (1987) 
referred to transformational leadership as "value added" and 
Sergiovanni (1990sl, 19 90b) and Silins (1993) described 
transformational leadership as answering the call for 
organizational "excellence" rather than "competence". 
Transformational leadership involves a psychological 
change in the followers. As Hater and Bass (1988) noted, with 
this "attitude-change phenomena", the transformational leader 
motivates followers "to do more than originally expected". Such 
a transformation can be achieved by (a) raising an awareness of 
the importance and value of designated outcomes, (b) getting 
followers to transcend their own self-interests, or (c) altering 
or expanding followers7 needs on Maslow's hierarchy of need 
(Bass, 1985; Hater & Bass, 1988). There are three factors which 
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determine transformational leadership behaviours. They are (1) 
charisma/inspiration (2) intellectual stimulation (3) 
individualized consideration (Bass, 1985; Burns, 1978). 
Some studies clearly show that transformational leaders 
are more effective than transactional ones in numerous military 
and non-military settings (Bass & Avolio, 1992; Boyd, 1988; 
Hater & Bass, 1988 Yammarino & Bass, 1989;). Therefore, in the 
present study, principals' transformational leadership in terms 
of charisma/inspiration, intellectual stimulation and 
individualized consideration is investigated. 
In the school, besides the principal, the teachers are 
significant figures in the promotion of quality education. Many 
researches have concluded that teacher quality plays a crucial 
role in the implementation of changes for effec ive school 
(Ashton/ 1984; Ashton et al., 1983; Guskey, 1986; Stein & Wang, 
1988)• 
In the school, the teacher is as influential to the 
students as the principal is to the teacher. Psychologically 
speaking, the teacher is the "significant other" to the students 
and so is the principal the "significant other" to his/her 
teachers. Many educational studies indicate that the leader can 
positively influence his/her subordinates' behavior, enhance 
subordinates' satisfaction and commitment boost subordinates' 
morale (Bass, 1990 ? Cheng, 1990; Howell & Dorfman, 1986 
Jermier & Berfces, 1979? Katzell, 1987; Mathieu & Zajacs, 1990; 
Yukl, 1981)• 
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As Burns (1984) noted, "teaching is a sharing of self 
with others.11 Teachers7 self concept plays a critical role in 
the quality of education. Teachers with positive self concept 
show positive attitude to students and create good interpersonal 
relationship within the classroom (Chan et al., 1992? Thomson & 
Handley, 1990,- Wolf & Schultz, 1981). Teachers' self concept 
has a strong impact on the self concept and performance of 
students (Burns, 1984; Chan et al.,1992). Teachers' self concept 
is correlated . with teachers' efficacy (Ashton & Webb, 1986; 
Brophy & Evertson, 19767 Chan et al., 1992; Halpin, 1982; 
Thomson & Handley, 1990). Teachers with positive self concept 
are less burned out (Friedman & Farber, 1992). They are happier, 
more productive and more effective in carrying out their duties 
as teachers (Chan et al:, 1992; Crouse & Kevin, 1981; Hughes et 
al., 1987). Taking into consideration of the strong impact of 
teachers7 self concept in the quality of education, self concept 
of secondary school teachers in Hong Kong will be studied in the 
present study. 
According to psychological studies, self concept is 
formed through a person's environment and is influenced 
especially by environmental reinforcements and significant 
others (Friedman & Farber, 1992; Rogers, 1951; Rosenberg, 1979; 
Shavelson, Hubner & Stanton 1976; Sullivan, 1953). In the case 
of a teacher, most of a teacher's environment reinforcements 
come from the work place as he/she spends most of the time there 
and the significant others are mainly his/her principal, 
colleagues and students. Among them, the principal is of 
greatest influence. The principal directly exerts influence on 
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the teacher and his/her other significant others (such as the 
colleagues and students). Also the principal exerts influence 
on the environment the teacher is in (i.e. the school). 
Therefore in the present study, the correlation between 
principals' leadership and teachers' self concept will be 
studied. 
In deciding the measures of teachers' self concept, the 
researches on self concept are compared and studied. The 
researches for measuring children's self concept may not apply 
(such as those measuring one's academic dimension in English and 
Mathematics). Also, as many recent researchers asserted that 
self concept is laultidimensional and not unidimensional (Harter, 
1983, 1985, 1986), a multidimensional approach to the study of 
teachers7 self concept is adopted in the present study. Chan e 
al"s (1992) model is multidimensional and it measures he 
teacher's (1) pedagogical self (2) social self (3) personal self 
and (4) administrative self. In fact, the teacher's work at 
school mainly consists of the pedagogical, social and 
administrative categories. Of course, the teacher's personal 
self should be examined. It is quite comprehensive if the above 
four types of self concept of a teacher are investigated. 
Therefore, the present study intends to investigate 
whether the charisma/inspiration, intellectual stimulation and 
individualized consideration of transformational principals, 
leadership are related to teachers7 self concept in terms of 
pedagogical self, social self, personal self and administrative 
self. 
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1.2 Purpose of the Study 
The present study is intended to investigate the 
relationship between principalsA leadership and teachers' self 
concept in Hong Kong secondary schools. 
As mentioned above, researchers in the past studied only 
certain aspects of leadership and these studies were mainly 
built on the cost-benefit transactional approach of leadership 
(Bass, 1985). In order to gain a deeper understanding of 
leadership, the present study adopts a new paradigm the 
transformational approach which involves a psychological change, 
an attitude change in the followers (Hater & Bass, 1988) seeking 
to raise the needs of followers and promoting changes and 
improvements in individual, group and organization (Leong, 
1993). The present study adopts Bass' (1985) transformational 
leadership model which is conceptualized into three dimensions, 
namely, charisma/inspiration, intellectual stimulation and 
individualized consideration. 
Transformational leadership involves a psychological 
change in the followers. It enhances followers' needs on 
Maslow's Hierarchy of Needs (Bass, 1985; Hater & Bass, 1988). 
Such followers are transformed to self actualizers, i.e. people 
with a positive self concept. It is likely that here is 
correlation between principals' transformational leadership and 
teachers' self concept. 
Teachers' self concept is taken as a multidimensional 
construct. Adopted from Chan et al.'s model (1992), it is 
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conceptualized into four dimensions, namely, pedagogical self, 
social self, personal self and administrative self. Within 
the framework of the present study, principals' leadership i? 
taken as the independent variable while teachers' self concept 
is the dependent variable. The following question will be 
explained in the study: 
How is principals7 leadership in terms of charisma/inspira ionf 
intellectual stimulation and individualized consideration 
related to teachers' self concept in terms of pedagogical 
self, social self, personal self and administrative self? 
1.3 Significance of the Study 
Transformational leadership is a new paradigm of 
leadership which emerges to answer the call for organizational 
excellence. It has been identified as the kind of educational 
leadership necessary to take schools into the 21st century 
(Fullan, 1991; Schlechty, 1990? Sergiovanni, 1990a & 1990b; 
Silins, 1993). Transformational leaders are "real movers and 
shakers of the world (Bass, 1990, p.23) because they attempt to 
raise followers' needs to higher levels of motivation and 
maturity and strive to fulfill human potential. The total 
engagement (emotional, intellectual and moral) of both leaders 
and followers encourages followers to develop beyond 
expectations (Bass, 1985; Burns, 1978; Sergiovanni, 1991? Tichy 
& Devanna, 1986). 
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Many studies on transformational leadership were 
conducted. The findings indicated that the organizations that 
transformational leaders lead are highly effective, such leaders 
have better relations with others, and their subordinates exert 
a lot of extra efforts for them (Bass & Avolio, 1989a). 
Performance appraisals of subordinates are higher if their 
leaders are described as transformational (Yammarino & Bass, 
1989). Subordinates prefer working with transformational leaders 
(Singer, 1985). 
Some researches suggested that transformational 
leadership promotes "falling dominoes" effect within the 
organization (Bass & Avolio: 1992? Bass, Waldmari,, Avolio & Bebb, 
1987). Those upper-level leaders who practise transformational 
leadership will foster it being exhibited in followers at lower 
hierarchical levels. The falling dominoes effect will be 
enhanced by how senior managers transform the organization's 
culture and/or the kinds of leadership they exhibit as role 
models (Bass & Avolio, 1992) • 
In- fact, transformational leadership can be trained. 
Bass and Avolio (1992) conducted basic and advanced workshops in 
transformational leadership in Europe based on successful 
experiences in the United States (Pile, 1988) and Canada 
(Crookall, 1989; Howell & Avolio, 1988)• The trained leaders 
revealed increased productivity and decreased absenteeism and 
turnover in their units six months following the training 
intervention (Bass & Avolio, 1992). 
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Therefore, the present study may give insight into the 
dominoes effect of transformational leadership in the school 
setting. A transformational principal is a role model imitated 
by his/her vice-principals, committee chairmen and panel 
chairmen as well as ordinary teachers. Teachers indirectly 
become role models of transformational leaders imitated by 
students. According to the dominoes effect, a transformational 
principal motivates his/her middle managers to perform above 
expectation, the middle managers do likewise to ordinary 
teachers, and all teachers do likewise to the students. Thus, 
the performance of the whole school is enhanced, and the quality 
of education is thus improved. 
Secondly, the findings of the present study on 
transformational principals, leadership in Hong Kong secondary 
schools may give insight to the training institutions such as 
the Training Unit of Education Department or the Faculties of 
Education in universities in organizing training programs for 
school administrators in Hong Kong. Training and retraining can 
be developed based on the findings and the successful 
experiences in the U.S.A., Canada and Europe (Bass & Avolio, 
1992; Crookall, 1989; Howell & Avolio, 1988; Pile, 1988). 
Thirdly, the study may also give insight to school 
management board in the selection and placement of new 
principals. When there is a vacant post of principalship, school 
managers should take into consideration of school excellence and 
select a suitable candidate with strong leadership in the three 
dimensions. 
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There have been numerous studies of students7 self 
concept (Battle, 1977; Coopersmith, 1967; Har er, 1982; Harter & 
Pike/ 1984; Long et al., 1967; Marsh et al•, 1984; Piers & 
Harris, 1964; Zillen, 1973). There are comparatively fewer 
studies of teachers' self concept (Ashton & Webb, 1986; Burns, 
1984; Chan et al.,1992; Edeburn & Landry, 1974; Huges et al., 
1987; Nias, 1989; Thomson & Handley, 1990). Chan et al"s (1992) 
research on teachers' self concept has been the most recent and 
comprehensive local study of Hong Kong primary school teachers. 
Yet, it is worth investigating into teachers' self concept in 
Hong Kong secondary schools. The present study may reinforce the 
importance of teachers' self concept. Since teachers/ self 
concept is of vital importance to educational outcomes, 
strenuous and extensive efforts need to be made to prepare and 
rain teachers. At present, the significance of teachers' self 
concept is often neglected among practising teachers and school 
administrators• Intensive group experiences and counselling 
processes should be provided in initial and in-service teacher 
training programmes to enhance teachers' self concept (Burns, 
1984; Beane & Lipka, 1984). 
Although there have been investigations into the effects 
of teachers7 self concept on students, none of the studies have 
been made into the correlation between principals' leadership 
and teachers' self concept. The present study is to be conducted 
with a view to giving new insight into this unexplored area. 
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CHAPTER II . 
LITERATURE REVIEW AND THEORETICAL FRAMEWORK 
This chapter will review the concepts of principals' 
leadership and teachersx self concept. Based on the reviewed 
literature, the conception of the present study will be 
developed. 
2.1 Concept of Leadership 
This part will review the definition of leadership and 
the major leadership theories and then will discuss the 
antecedents and outcomes of leadership. 
2.1.1 Definition of Leadership 
The term 11 leadership" means different things to different 
people (Yukl, 1989). Researchers usually define leadership 
according to their individual perspective and the aspect of the 
phenomenon that interests them most. No wonder, Stogdill (1974), 
after a comprehensive review of the leadership literature, 
concluded that "there are almost as many definitions of 
leadership as there are persons who have attempted to define the 
concept•“Some representative definitions are as follows, 
13 
1. Leadership is "the pre-eminence of one or a few individuals 
in a group in the process of control of societal phenomena" 
(Mumford, 1906-07). 
2. Leadership is "the art of inducing others to do what one 
wants them to do" (Bundel, 1930). 
3. Leadership is "the process of influencing the activities of 
an organized group toward goal setting and goal 
achievement.11 (Stogdill, 1950) 
4. Leadership is "interpersonal influence/ exercised in a 
situation, and directed, through the communication process, 
toward the attainment of a specified goal or goals." 
(Tannenbaum, Weschler & Massarik, 1961). 
5. Leadership is " a particular type of power relationship 
characterized by a group member's perception that another 
group member has the right to prescribe behaviour patterns 
for the former regarding his activity as a group member." 
(Janda, I960). 
6. Leadership is "an interaction between persons in which one 
presents information of a sort and in such a manner that the 
other becomes convinced that his outcomes … w i l l be 
improved if he behaves in the manner suggested or desired." 
(Jacobs, 1970). 
7. Leadership is " he process of influencing the activities of 
an organized group toward goal achievement." (Roach & 
Behling, 1984)• 
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8. Leadership is the art that "transforms followers, creates 
visions of the goals that may be attained, and articulates 
for the followers the ways to attain those goals (Bass, 
1990). 
In sum, definitions indicate the progress of thought 
(Bass, 1990). The earlier definitions identified leadership as a 
focus of group process (Mumford, 1906-07). The next type 
considered it as the art inducing compliance (Bundel, 1930). The 
more recent definitions conceive in terms of influence 
relationship of leadership (Stogdill, 1950? Tannenbaum7 Weschler 
& Massarik, 1961), power relation (Janda, I960), persuasion 
(Jacobs, 1970) and influence on goal achievement (Roach & 
Behling 1984). For Burns (1978) and Bass (1985), leadership is 
the art of transforming followers to attain higher-order goals. 
In most of the leadership definitions listed above, two 
functions of leadership are stressed: to influence people and to 
accomplish a goal. This is in line with the two fundamental and 
distinct categories of leadership approaches: people and task 
orientations. However, the most recent paradigm of 
transformational leadership not only influences followers but 
transforms them It not only acGomplishes a goal but elevates 
followers to achieve higher-order goals. 
15 
2.1.2 Overview of Major Approaches to Leadership 
Theories of leadership attempt to explain the factors 
involved either in the emergence of leadership or in the nature 
of leadership and its consequences (Bass, 1990). In the 
following review, an overview of four common approaches will be 
presented, to be followed by a brief account of the more recent 
multidimensional studies of Sergiovanni (1984a, 1987, 1991), 
Lastly, there will be an account of the new, dynamic paradigm of 
leadership ^ transformational leadership (Bass, 1985, 1990; 
Burns, 1978; Leong, 1993; Silins, 1992 & 1993) • 
According to Yukl (1989), nearly all leadership 
researches can be classified into one of the following four 
approaches: (1) power-influence approach, (2) trait approach, 
(3) behaviour approach and (4) contingency approach. 
(1) Power-Influence Approach 
This approach attempts to explain leadership 
effectiveness in terms of the amount of power possessed by a 
leader, the types of power and how power is exercised (Bass, 
I960; Peabody, 1962). Most researches rely on the power taxonomy 
proposed by French and Raven (1959). Five types of power are 
listed in Fig. 1. This research literature has been reviewed by 
Podsakoff and Schriesheim (1985). They found that expert and 
referent power were positively correlated with subordinate 
satisfaction and performance in a majority of studies. 
Furthermore, effective leaders rely more than ineffective 
leaders on expert and referent power to influence subordinates. 
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Reward power The target person complies in order to 
obtain rewards he or she believes are 
controlled by the agent. 
Coercive power The target person complies in order to 
avoid punishments he or she believes are 
controlled by the agent-
Legitimate power The target person complies because he or she 
believes the agent has the right to make the 
request and the target person has the 
obligation to comply. 
Expert power The target person complies because he or she 
believes that the agent has special knowledge 
about the best way to do something. 
Referent power The target person complies because he or she 
admires or identifies with the agent and 
wants to gain the agent's approval. 
Figure 1 French and Raven Power Taxonomy 
Adopted from Yukl (1989) 
However, power alone is not sufficient, to explain how 
leaders influence people. A leader's influence behaviour and 
skills must also be considered. The success of a leader's 
influence depends greatly on the way in which power is 
exercised. Effective leaders are likely to use power in a 
subtle, careful fashion that will not threaten the target 
person's self- esteem (Yukl, 1989). 
A version of social exchange theory called vertical dyad 
linkage theory (VDL) or leader-member exchange theory (LMX) 
describes how leaders use their position power to develop 
different exchange relationships with different subordinates 
(Dansereau, Graen & Haga, 1975; Graen & Cashman, 1975) . Some 
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subordinates are given greater influence, autonomy and benefits 
in return for greater loyalty, commitment, and assistance in 
performing administrative duties. . 
The amount of position power necessary for leader 
effectiveness depends on the nature of the organization, task 
and subordinates. A leader with extensive reward and coercive 
power may rely too much on them , instead of using referent and 
expert power. This may lead to resentment and rebellion. On the 
other hand, a leader who lacks sufficient position power to 
reward competent subordinates, make necessary changes, and 
punish troublemakers will find it difficult to develop a high-
performing group (Yukl, 1989). 
According to the distinction between transactional and 
transformational leadership, the power-influence approach only 
falls into the transactional category. For example, in the Dyad 
Linkage theory (Dansereau, Graen & Haga, 1975; Graen & Cashman, 
1975) mentioned above, leaders exercise different kinds of power 
to develop different "exchange relationships" with different 
kinds of subordinates. Also, in the French and Raven Power 
Taxonomy (1959), the leader exercises various kinds of power in 
order that the target person will comply. Compliance of 
subordinates is the main emphasis of this approach. Leaders' 
elevation of subordinates to higher order performance is 
neglected in this power-influence model. 
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(2) Trait Approach 
Many scholars believe, as Aristotle did, that "from the 
hour of birth, some are marked out for subjection, others fox 
rule." Early in this cen ury, Carlyle (1910) postulated the 
"great men theory" of leadership which argued that world 
progress can be attributed to the individual achievements of 
great men. This approach was especially popular with the rapid 
development of psychological testing during the 1930's and 
1940'S (Gibb: 1954 Mann, 1959? Stogdill, 1948). 
Stogdill (1948) reviewed 124 trait studies of leadership 
that were completed between 1904 and 1948. He classified the 
personal factors associated with leadership into he following 
five general categories: 
(i) capacity (intelligence, alertness verbal facility, 
originality, judgment) 
(ii) Achievement (scholarship, knowledge, athletic 
accomplishments) 
(iii) Responsibility (dependability, initiative, persistence, 
aggressiveness, self-confidence, desire to excel) 
(iv) Participation (activity, sociability, cooperation 
adaptability, humour) 
(v) Status (socioeconomic position, popularity) 
Mann (1959) later reviewed 125 leadership studies and 
generated 750 findings about the personality traits of leaders. 
Both Stogdill (1948) and Mann (1959) pointed that using the 
trait approach by itself could not successfully predict 
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leadership effectiveness. Results of the studies were confusing. 
In his 1974 book, Stogdill again reviewed 163 trait 
studies conducted during the period from 1949 to 1970. In this 
period, researchers extended the list of traits to include 
specific administrative and technical skills and specific 
aspects of managerial motivation. 
In sum, the trait approach suffers from serious 
drawbacks. Stogdill (1948) and Mann (1959) noted that studying 
the trait approach alone failed to predict leadership 
effectiveness. There are inconsistencies across studies and the 
approach is lack of a sound theoretical foundation. Trait 
theorists often ignored the complex situation between the 
leader, the follower and the situation confronting the parties 
(Banner & Blasingame, 1988). 
(3) Behaviour Approach 
Leadership behaviour and leadership style are often 
mentioned in this approach. The distinction of the two terms are 
as follows: Leadership behaviour denotes the specific acts of a 
leader in directing and coordinating the work of group members. 
Leadership style refers to the underlying need structure of the 
leader that motivates behaviour in various interpersonal 
situations. In other words, leadership style is a personality 
characteristic. (Fiedler, 1967). 
In the early part of the 1950s, many researchers 
studied leader behaviour (what leaders do) instead of leader 
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traits (what leaders are). The pioneering programs at he Ohio 
State University and the University of Michigan are typical 
ones. 
n 1945, researchers of the Ohio State University 
conducted a series of studies and developed the instrument 
called the Leader Behaviour Description Questionnaire (LBDQ) 
which measured the two dimensions of leadership — 
"consideration" and "initiating structure". According to Halpin 
(1966), "consideration" includes leader behaviour that 
indicates friendship, trust, warmth, interest and respect in the 
relationship between the leader and members of the work group. 
"Initiating Structure" includes the leader behaviour that 
delineates the relationship between the leader and the 
subordinates and, at the same time, establishes defined patterns 
of organization, channels of communication and methods of 
procedure. The LBDQ was originally developed by Hemphill and 
Coons (1957) and later refined by Halpin and Winer (1952) and 
Stogdill and Coons (1963). 
Based on the above two factors, four quadrants or 




Quadrant Quadrant I . 
Low consideration(-) High consideration(+) 
High High initiating High initiating 
(+) structure(+) structure(+) 
=(-,+) =(+,+) 
Initiating — 
Structures Quadrant III Quadrant IV 
Low consideration(- High consideration(+) 
Low Low initiating Low initiating 
(- structure(-) structure(-) 
111=(-,-) IV=(+,-
Figure 2 Quadrants Formed by Using the LBDQ Dimensions 
Adopted from Hoy & Miskel (1987) 
Effective leaders tend to score high on both dimensions 
of leader behaviour (quadrant 1) and leaders in quadrant 3, 
weak on both dimensions, tend to be ineffective (Halpin 1966). 
Research on leadership behaviour was carried out by 
researchers at the University of Michigan (Katz, Maccoby & 
Morse, 1950; Katz & Kahn, 1952; Katz, Maccoby, Gurin &Floor, 
1951). The results were summarized by Likert (1961, 1967). 
Three types of leadership behaviour were differentiated between 
effective and ineffective managers: (a) task-oriented behaviour 
(b) relationship -oriented behaviour and (c) participative 
leadership. 
The first two types correspond with the dimensions of 
"initiating structure" and "consideration" developed at the Ohio 
State University studies. The third type is about the leader's 
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style of decision-making. Likert proposed that managers should 
make extensive use of group supervision to facilitate 
subordinates' participation. Researches revealed that 
subordinate participation in making decisions tends to result in 
higher satisfaction and performance (Coch & French, 1948; 
French, 1950; French, Israel & As, 1960; Morse & Reimer, 1956; 
Tannenbaum & Allport, 1956). 
In sum, the relationship found between the behaviour and 
effectiveness of a leader is stronger in most cases than he 
relationship between leader traits and effectiveness. However, 
as in the trait studies, there is a disturbing lack of 
consistency in results ( egart, 1988)• 
A closer look at the leadership behaviour studied in 
this period revealed that they are mostly classified into two 
main categories: concern for task and concern for people. It is 
important to accomplish a goal and to influence people. 
However, it is not enough. In modern times when people yearn 
for outstanding performance, an outstanding transformational 
leader not only influences subordinates but also transforms and 
empowers them. Such leaders not only aim at accomplishing a 
goal but at performing beyond expectations. This is the concept 
of transformational leadership which is of a higher-order 
leadership. It will be discussed in depth in later part of the 
literature review. 
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(4) Contingency Approach 
As the above two approaches, the Trait and Behaviour 
Approaches, fail to establish the linkage between leadership and 
effectiveness , it is necessary to ask what traits and 
behaviours under what situations are important to leader 
effectiveness. This is the Contingency Approach. Leadership 
effectiveness depends upon the fit between personality 
characteristics and behaviour of the leader and situational 
variables such as task structure, position power, and 
subordinate skills and attitudes (Fleishman, 1973). Among the 
numerous contingency theories, the two of the most widely tested 
contingency theories, i.e. Fiedler's Contingency Model and 
House's Path - Goal Theory, will be examined as follows: 
Fiedler (1967, 1971, 1974) developed the instrument 
called the Least Preferred Co-worker (LPC). A low LPC score 
indicates he leader is task-oriented while leaders with a high 
LPC score are relationship-oriented. 
According to this model, the relationship between the 
leader LPC and subordinate performance depends upon the 
favourability of the situation: (a) the degree of task 
structure (b) the leader's position power and (c) leader-member 
relations. It is illustrated below in Figure 3. 
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Leader's LPC — 
Score — > Group Performance 
Situational Favourableness 
Leader-member Relation 
Leader Position Power 
Task Structure 
Figure 3 Fiedler's Contingency Theory 
Adopted from Yukl (1981) 
When the situation is either very favourable (e.g. 
structured task, high position power, good leader-member 
relations) or very unfavourable (e.g. unstructured task, low 
position power, poor leader-member relations), leaders with low 
LPC will be more effective. When the situation is intermediate 
V ' » 
in favourability, leaders with high LPC will be more effective 
than leaders with low LPC scores• 
Although this model is highly controversial and has been 
vigorously challenged in terms of methodological rigour and 
theoretical adequacy (Graen et al., 1970; Korman, 1974), yet it 
is a pioneering and ambitious effort to include the situation 
factor in the theory. 
Another contingency theory receiving widespread 
attention is the path-goal model developed by House (House, 
1971; House & Mitchell, 1974). 
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The theory includes four basic types of leader 
behaviour: (a) directive leadership (b) achievement-oriented 
leadership (c) supportive leadership (d) participative 
leadership. The situational variables and outcome variables are 
listed in Figure 4 below: 
Causal Variables Moderator Outcome 
— Variables Variables 
Leader behavior 
Subordinate Job 
* Directive — \ characteristics — \ satisfaction 
* Achievement- — / “~~/ , 
oriented * Personal needs subordinates 
* Supportive * Abilities 
* Participation * Personality Motivation of 
traits subordinates 
Environmental 
characteristics Acceptance of 
the leader 
* Task structure — —-
* Formalization 
* Norms of work | 
group I 
Figure 4 Summary of the Hypothesized Relationships in the Path-
Goal Theory 
Adopted from Hoy & Miskel (1991) 
In general, directive leadership is appropriate in 
situations where it is important to reduce role ambiguity or to 
increase subordinate motivation by making the reward more 
closely contingent upon subordinate performance. Supportive 
leadership is desired in situations where boredom or personal 
anxiety or lack of self-confidence is low. Achievement 
leadership is effective behaviour in situations where the task 
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is unstructured and subordinates need to be challenged by 
achievable goals. Finally, participative leadership is 
appropriate in situations where individuals have high needs for 
autonomy and achievement or in situations with unstructured 
tasks (Yukl 1989). 
In spite of the methodological weaknesses pointed out by 
Korman (1974) and inconsistencies in findings mentioned by 
Schriesheim and Kerr (1977), the Path-Goal Theory has a great 
deal of potential in promoting an understanding of the 
intricacies of leader-subordinate behaviour (Yukl, 1989). In 
sum, the contingency theory is a much better and more refined 
approach to leadership, because of its broad scope and 
complexity. It is good to consider different situations. 
However, a closer look at the contingency approach 
revealed that leadership in the past was seen to be contingent 
on a condition of traits, behaviours and situations involving a 
transaction or exchange between the leader and the led 
(Hollander, 1986). This is mainly a transactional model. A new 
•paradigm of leadership is needed, in the modern age, where the 
transformational leader challenges the process, inspires vision, 
enables others to act, models the way and encourages the heart 
(Posner & Kouzes, 1988). Transformational leadership does not 
detract from transactional, rather it builds on it, broadening 
the effects of the leader on effort and performance (Bass & 
Avolio/ 1992; Hater h Bass, 1988; Waldman & Bass, 1986). 
If we examine the above four traditional leadership 
theories, we will discover that researchers in the past tended 
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to focus on narrow aspects of leadership (Yukl, 1989; Owens, 
1987). What is more, they fall into the category of 
transactional leadership. . 
The four traditional leadership theories were often 
criticized for their over-simplification. An integrated model 
was preferred by Sergiovanni (1987, 1991), Bolman and Deal 
(1991a, 1991b), Reitzug and Reeves (1992) and Cheng (1993a, 
1993b). For example, Sergiovanni classified leadership into five 
forces, namely technical, human, educational, cultural and 
symbolic. He emphasized the importance of cultural and symbolic. 
He emphasized the importance of cultural and symbolic 
leadership, stating that without them, principals are only 
competent but not excellent. He further developed his ideas on 
striving for a higher order of school excellence in his studies 
of value-added leadership (Sergiovanni, 1990a) and moral 
leadership (Sergiovanni, 1992). He reinforced the concept of 
higher-order leadership, ie transformational leadership 
advocated by Burns (1978) and Bass (1985). 
In modern age, there is a strong need for school 
improvement and reform in places all over the world (Caldwell & 
Spinks, 1992). People have come to realize that outstanding 
leadership is the key characteristic of outstanding schools. 
Scholars yearn for and advocate for the kind of leadership that 
not only motivates followers to perform at their levels of 
expectation but also to perform above and beyond expectations. 
This is the concept of transformational leadership (Burns, 1978? 
Bass, 19&5 & 1990). It explores into the essence of leadership 
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and appeals to man's psychological need for growth and 
development. Transformational leadership is even described as 
the kind of educational leadership necessary to make school into 
the 21st century (Fullan, 1991; Schlechty, 1990; Sergiovanni; 
1990a & 1990b? Silins, 1993). Below is a detailed account of 
the transformational and transactional leadership• 
Transactional and Transformational Leadership 
Burns (1978) provided a comprehensive theory to explain 
the differences between transactional and transformational 
political leaders. To him, transactional leaders approach 
followers with an eye to exchanging one thing for another: jobs 
for votes, or subsidies for campaign contributions. In Burns' 
opinion, transformational leaders also recognize he need for 
potential followers, but they go further by seeking to satisfy 
their higher needs, in terms of Maslow's (1954). need hierarchy, 
to engage the full person of the follower. Transformational 
leadership results in mutual stimulation and elevation between 
leaders and followers. 
Bass (1990) explained that forerunners of the 
distinction between transactional and transformational 
leadership were found in Hook's (1943) differentiation of the 
eventful man and the event-making man. The eventful leader was 
swept along by the ides of history; the event-making leader 
initiated the actions that made history. Paige (1977) 
classified leaders into three types: conservative leaders tend 
to maintain the existing political institutions and policies, 
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reformist leaders provide moderate changes but revolutionary 
leaders strive for fundamental changes. The event-making leader 
(Hook, 1943) and revolutionary leader (Paige, 1977) fall into 
the transformational category. Zaleznik (1977) made a 
distinction between managers and leaders stating that they 
differ in motivation, personal history and how they think and 
act. Bennis and Nanus (1985) further elaborated this concept by 
stating that "managers do things right and leaders do the right 
thing (p.21)-, 
In 1985, Bass applied Burns' (1978) ideas to 
organizational management (Kuhnert & Lewis, 1987). The concept 
of Bass' (1985) model of transformational and transactional 
leadership is summarized as follows (Silins, 1992 & 1993): 
The transformational leader is one who motivates 
followers to perform above expectation (Silins,1992)• According 
to Bass (1985) and Bass and Avolio (1988), the' transformational 
leader: 
(1) raises followers' levels of awareness concerning the 
importance and value of designated outcomes and ways of 
achieving them; 
(2) influences followers to transcend their own self-interest 
for the sake of the team, organization, or some greater 
mission; 
(3) alters followers' levels of needs or expands followers/ 
existing needs and wants. 
Three factors determine transformational leadership 
behaviours. They are (Bass, 1985? Silins, 1992; Waldman, Bass & 
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Einstein, 1987): 
(1) charisma/Inspiration. This is the degree to which the leader 
creates enthusiasm in followers, sees what is really 
important, and transmits a sense of mission to the 
organization. The leader inspires loyalty and devotion, 
instills pride and faith, and commands respect. Followers 
place a great deal of trust and confidence in leader's 
vision and values, develop intense feelings about he 
leader, perceive the leader as a role model, and want to 
identify with him or her (Bass, 1985). 
(2) ntellectual Stimulation. This is the degree to which the 
leader provides intellectual and problem-oriented guidance. 
The leader arouses followers to think in new ways (Bass, 
Waldman, Avolio & Bebb, 1987). Followers are encouraged to 
question their own and others' assumptions, beliefs and 
values, and develop independent problem-solving capabilities 
(Silins, 1992). 
(3) Individualized Consideration. This is the degree to which 
the leader is concerned with the individual needs of 
followers (mentoring). The leader responds to individual 
differences in followers' needs for growth and development, 
elevating needs and abilities to higher levels when 
appropriate, and delegating projects to stimulate individual 
learning experiences. Followers are provided with coaching 
and teaching as needed (Silins, 1992). 
The transactional leader is one who motivates followers 
to perform at their levels of expectation and to achieve 
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satisfaction of basic needs. Transactions are at the heart of 
the interchange between leader and followers. Followers7 efforts 
depend not only their levels of confidence or expectations that 
an outcomes can be achieved through their performance, but also 
on the extent to which their self-interest is served (Silins, 
1992). The transactional leader (Bass, 1985; Silins, 1992): 
(1) recognizes followers' needs and wants and establishes 
appropriate contingencies for performance 
(2) exchanges rewards and promises of reward for followers' 
efforts 
(3) is responsive to a follower's immediate self-interest if it 
can be met through getting the work done. 
Two factors determine the behavioral components of 
transactional leadership behaviours. They are (Bass, 1985; 
Waldman, Bass & Einstein, 1987)r 
(1) Contingent Reward. This is the degree to which the leader 
makes clear what the follower must accomplish in order to 
be rewarded if followers perform in accordance with 
contracts or expend the necessary effort to meet 
performance standards. Clarification of goals, work 
standards7 and assignments is emphasized. Leaders recognize 
what subordinates need and, through extrinsic followers to 
reach objectives (Silins, 1992). 
(2) Management-by-exception. This is the degree to which the 
leader provides negative feedback for failure to meet 
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agreed-upon standards. The leader avoids giving directions 
if the old ways are working and allows followers to 
continue doing their jobs as always if performance goals 
are met. This is the less active form of transactionai 
leadership. The leader intervenes only when standards are 
not being met (Silins, 1992). 
While Burns (1978) conceived leaders to be either 
transformational or transactional, Bass (1985) contended that 
most leaders exhibit both transformational and transactional 
leadership, in varying degrees. Transformational leadership 
augments transactional leadership by focusing on the development 
of followers as well as addressing the goals of he leader, 
follower, groupr and organization (Bass & Avolio, 1990). For 
Bass, the success of a transformational leader is demonstrated 
both by increased performance qutcomes and the degree to which 
followers have developed their own leadership potential and 
skills. 
The concept of transformational and transactional 
leadership is best illustrated in Figure 5 below: 
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Level of both — ‘ 
Transactional and Increased effort — > Performance 




followers7 — > valence of •~> 
needs (range expected 
& level) outcomes for 
followers 
Build Increased 
confidence ~~expectancy ~ > 
in followers of success 
— ‘ for 
followers 
Level of only 
Transactional Leadership 
Transactional Current effort Current 
leadership > (as transacted) — > performance 
behaviour ‘~—- 1 (as transacted) 
Figure 5 A Modified Version of Bass' (1985) Model of 
… T r a n s f o r m a t i o n a l and Transactional Leadership 
Adopted from Leong (1993) 
Both Burns (1978) and Bass (1985) believed hat 
transformational leaders can attempt and succeed in elevating 
the followers from a lower to a higher level of need according 
to Maslow's (1954) hierarchy of needs. According to Maslow's 
(1954) hierarchy, an individual must satisfy his/her needs for 
physiological survival to some reasonable degree before he/her 
becomes primarily concerned about his/her safety and security. 
Only with some minimum achievement of safety and security can 
34 
he/her be aroused to focus on needs for love and affiliation 
with family and friends. When these needs are reasonably 
satisfied, recognition and esteem can be sought. At the top of 
this hierarchy is the need for self-actualization, for realizing 
one's own potential, for becoming what one is capable of being. 
As the highest need in the hierarchy, when need for self-
actualization is fulfilled, the lower needs have also been 
satisfied. Creative contributions are likely to be highest in an 
organization when the members feel themselves to be self-
actualizing. 
Maslow did not view the hierarchy of need satisfactions 
as independent steps. The levels of needs are overlapping and 
interdependent. Each higher-need level emerges before the lower-
level needs have been fully satisfied. Maslow (1943) estimated 
that the average person (in the United States in 1943, that is) 
was satisfied 85 percent in his/her physiological needs, 70 
percent in his/her safety needs, 50 percent in his/her 
affiliative need, 40 percent in his/her esteem need, and 10 
percent in his/her self-actualization needs. 
Alderfer's (1969) empirical investigation of workers' 
responses about their needs confirmed Maslow's hierarchy. 
Alderfer (1969) simplified it into a hierarchy of three levels 
of need instead of Maslow's five levels: existence needs (safety 
and security) / need for relatedness (love and affiliation)f and 
need for growth (esteem and self-actualization). Maslow's (1954) 
and Alderfer7s (1969) hierarchies of needs are illustrated below 




/ Self- V • 
y4ctualizatioiTy 
/ Recognition V 
/ and Esteem \ 
/ Love and \ 
/ Affiliation \ 
/ Safety and \ 
/ Security \ 
/ Physiological \ 
/ Survival \ 
Figure 6 Maslow's (1954) Hierarchy of Needs 
A / Growth \ 
/ Need for \ 
/ Relatedness \ 
J \ 
/ Existence \ 
/ Needs \ 
Figure 7 Alderfer's (1969) Hierarchy of Needs 
According to Maslow's percentages, it would seem that 
opportunities for transformational leaders in modern well-off 
society would lie mainly at the higher levels, with such leaders 
moving followers toward a greater concern for their own 
relatedness and growth. But even where basic existence needs 
were far less fulfilled, as in India, Mahatma Gandhi was 
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repeatedly able to convince his followers to sacrifice their own 
safety and security interests for the greater good of an 
independent India. The transformational leader can move those 
influenced to transcend their own self in erest for the good of 
the group, organization, or country (Bass, 1985). 
Burns (1978) regarded transformation as one that is 
necessarily elevating. Bass (1985) disagreed with Burns (1978) 
here, suggesting that a transformation may be either an upward 
lift in level of need, or needs may be expanded at the same 
hierarchical level or even shifted downward. However, in the 
world of work, transformational processes usually involve the 
upgrading of needs. As a consequence, followers become self-
directing. They take on greater responsibilities. They 
themselves are converted into leaders (Burnsf 1978). 
Transformational leader "elevate their subordinates into 
becoming self-actualizers" (Bass, 1985, p.16). 
Very often, the term "followers" are preferred to 
"subordinates" in the study of transformational leadership. 
Sergiovanni (1990b) distinguished subordinates from followers 
suggesting that the former do what they are supposed to do but 
little else whereas followers are self-motivated and able to do 
what is right for the school, do it well and do it with 
persistence and without close supervision (Kelley, 1988). 
In sum, traditional studies focused on transactional 
leadership. The transformational leadership model 
augments /builds on the former but goes further and deeper into 
the substance of leadership • Here, scholars are not contended 
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with the mediocrity of performance. They strive for a higher 
level of task accomplishment and people influence than those 
offered by the traditional approaches. Here, followers are not 
just influenced? their self concepts are elevated and 
transformed by their leaders. 
They become self-actualizing people. As for the task of 
the organization, both the transformational leaders and their 
followers not only achieve goals; they devote themselves to 
accomplishing higher-order goals with excellence. 
In the present study, the transformational leadership in 
terms of charisma/inspiration, intellectual stimulation and 
individualized consideration will be adopted because it 
systematically analyses leadership at a higher order and it 
gives insight into the relationship between leaders and their 
followers -~ the transformation of followers through leaders. 
2.1.3 Antecedents to and Outcomes of Leadership 
The principal is the key person who initiates, manages 
and supervises all sorts of school activities for school 
improvement. The personal characteristics of the principal are 
antecedents to leadership. Bossert, Dwyer, Roven and Lee (1982) 
posited three personal characteristics as having the potential 
to influence a principal leadership. They are sex, training and 
experience. 
Bolman and Deal (1991a, 1991b) speculated that the world 
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views of leaders are formed through their heritage, early 
experiences, formal training and experience on the job. The 
impact of these influences varies from person to person but 
learning from experience, according to Bolman and Deal (1991a, 
1991b), often plays a more powerful role than formal education. 
School principals reported their most helpful learning came from 
their administrative experience. The next most helpful one was 
their training as a teacher. Lastly, it was their formal 
training in administration (Deal, Dornbusch & Crawford, 1977). 
The above factors affecting leadership will be 
considered in the present study. The principals' sex, age, 
experience as a teacher, experience as a principal, and 
professional training will be contextual variables of this 
leadership study. 
Numerous studies have proved rich outcomes of 
leadership. At the school organizational level, leadership is 
often regarded as the single most critical factor in the success 
or failure of institutions (Bass, 1990). School principals' 
leadership has great impact on the organizational level, 
teachers' level and students' level (Cheng, 1993a). At the 
teachers7 level, leadership is highly associated with teacher 
motivation (Bass, 1990; Sylvia & Hutchinson, 1985), teacher 
efficacy (Chan & Cheng, 1993; Halpin Halpin & Harris, 1982? 
Handley & Thomson, 1990), teacher commitment (Cheng, 1990 & 
1993a; Howell & Dorfman, 1981; Jermier & Berkes, 1979; Kerr & 
Jermier, 1978; Yuen, 1992) and teacher job satisfaction (Bass, 
1990; Bergen, 1939; Cheng, 1993a; Houser, 1927; Kornhouser & 
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Sharp, 1932; Viteles, 1953)• Not only is leadership highly 
associated with teacher performance, transformational leaders 
are able to enhance followers to perform above and beyond 
expectations (Bass, 1985 & 1990,- Burns, 1978; Leong, 1993,. 
Silins, 1992 & 1993) • 
Studies in transformational leadership reveal the 
following. Transformational leadership is preferred by 
subordinate and is associated with higher levels of subordinate 
satisfaction (Singer & Singer, 1989). Transformational leaders, 
particularly charismatics are close to followers7 image of the 
"ideal" leader ( Bass & Avolio, 1989b). Managers identified as 
top performers are rated higher on transformational leadership 
(Hater & Bass, 1988). There is the falling dominoes effect of 
transformational leadership (Bass et al.7 1987). The upper-
level leaders who practise transformational leadership will 
foster it being exhibited in followers at lower hierarchical 
level. Transformational leadership has significant direct 
influence on school, teacher and program outcomes (Silins, 
1993) • 
Some studies show that transformational leaders are more 
effective than purely transactional ones (Bass & Avolio, 1992). 
One way to obtain effective transformational leaders is to train 
them early in their careers and then to provide retraining at 
later stages. Based on successful experiences in the United 
States (Pile, 1988) and Canada (Crookall, 1989? Howell & Avolio, 
1988). Bass and Avolio conducted and. promoted such workshops in 
Europe (Bass & Avolio, 1992). 
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In sum, principals' transformational seems to have great 
impact on followers • It is worth investigating the correlation 
between principals' transformational leadership and teachers7 
self concept. 
2.2 Concept of Teachers7 Self Concept 
This part will introduce the development of self concept 
studies and review the definition , formation, structure and 
content of self concept. Lastly, the outcomes of teachers7 self 
concept will be discussed. 
2.2.1 Development of Self Concept Studies 
The work of theorists on self concept can be traced 
back to the early twentieth century (Adler, 1927; Burke, 1980; 
Canfield & Wells, 1976; Cooley, 1912? Erikson, 1965; Freud, 
1946? Handley & Thomson, 1990; Jung, 1960; Maslow, 1967; Mead, 
1934; Rogers, 1951; Sullivan, 1953). 
William James (1890/1963) was one of the first 
psychologists to discuss the sense of self or self concept. He 
made the important distinction between the "self as knower" and 
he "self as object.11 In other words, the self may act as a 
thinker and perceiver, as well as an object o be thought about. 
Thus an individual may think and. know about many things, 
including himself or herself. James (1890) also theorized that 
individuals have three selves: (1) a material self including 
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e.g. one's body and personal possessions (2) a social self 
involving a sense of human relations and status and (3) a 
spiritual self centered in desires, inclinations and emotions. 
All of these, according to James,act in a dynamic way as we see 
self-preservation and self-enhancement. 
Cooley (1912) speculated that the self is actually a 
"looking-glass self". The process of knowing about oneself is 
actually one in which we come to view ourselves as we believe 
others view us. In other words, self concept is a function of 
feedback from others. 
Mead (1934) further developed this idea and suggested 
that self concept actually develops in a context of social 
interaction and are largely influenced by the feedback an 
individual gets from others. Mead also stated that self concepts 
are multidimensional, consisting of perceptions of various roles 
one plays, and hierarchical in that some dimensions are more 
important than others• 
A more refined theory of the function of feedback from 
others was developed by Sullivan (1953). He noted that 
individuals place more importance on or were more influenced by, 
feedback from some persons other than others. He described those 
with the most influences as "significant others" and even among 
them, Sullivan described those of highest importance to the 
individual as the most significant others• According to 
Rosenberg's (1979) study of significant others, children rank 
their mothers as most significant, followed by fathers, 
siblings, teachers, friends and general age-mates. 
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Snugg and Combs (1949) and Rogers (1951) brought new 
insight into the study of self concept. Snugg and Combs outlined 
a theory of phenomenal self based on the idea that the world of 
the individual consists of what one perceives the world to be, 
which may be different from what the world really is. In other 
words, what is true for the individual is what he/she perceives 
to be true, regardless of whether the perceived truth has any 
basis in fact. Snugg and Combs (1949) defined self concept as 
"those parts of the phenomenal (perceived) field which the 
individual has differentiated as definite and fairly stable and 
which are perceived as true.11 
Rogers (1951) as well as Lecky (1945) and Allport (1955) 
recognized the importance of self concept and placed it a 
central position in personality where it acts as a source of 
unity and maintenance for the individual. All of these theorists 
also suggested that self concept is in need of enhancement, 
aiming at what Maslow (1956) termed "self-actualization" while 
theorists, such as Mead (1934)f and Sullivan (1953) regarded 
self concept as more dependent on environmental influence. 
Rogers placed much more emphasis on the individual as an 
initiating source of self concept. Wylie (1961, 1979), 
Goopersmith (1967), Gergen (1971)7 Jourard (1971) and Epstein 
(1973) have also added valuable insight into the evolving 
theory. 
In sum, self concept plays a crucial part in personality 
as it acts as a source of unity and a guide to behavior • While 
the self may be an "initiator" as mentioned by Rogers (1951), 
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Lecky (1945) and Allport (1955)r self concept arises mainly in 
a social context and influenced largely by the environment and 
by feedback from "significant others" (Cooley, 1912; Mead/ 1934; 
• 
Rosenberg, X979; Sullivan, 1953). Furthermore, self concept is 
based on roles played by the individual (Mead, 1934) as well as 
attributes one believes one possesses (Beane & Lipka, 1984? 
James, 1890) • 
2.2.2 Definition and Formation of Self Concept 
Many theorists define self concept as an individual's 
representation of his/her self-knowledge (Gecas, 1982) or 
thoughts about the self (Rosenberg, 1979). These perceptions and 
thoughts are said to be formed through experiences with the 
environment (Marsh & Shavelson, 1985; Shavelson, Hubner & 
Stanton, 1976). 
Carl Rogers (1951) defined self concept "as an 
organized configuration of perceptions of the self which are 
admissible to awareness". 
Felker (1974) defined more clearly that self concept is 
the summation of the views which an individual has of 
himself/herself? and is a single set of perception, ideas and 
attitude which an individual has about himself/herself. 
Epstein (1973) defined self, concept as an individual's 
theory of the self as an experiencing, functioning being. The 
individual uses this self-theory to organize his/her experiences 
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and attempts to maximize the amount of pleasure, and minimize the 
amount of pain he/she experiences (Markus 1977; Markus & Niirdus 
1984; Markus & Wurf 1987). Markus and her colleagues defined 
self concept as knowledge structures about the self (called the 
self schemata) that organize individuals' interpretations of 
their experience and guide their behaviour. 
In sum, self-concept is a person's perception of 
himself/herself. It is formed through his/her experience with 
his/her environment and is influenced especially by 
environmental reinforcements and significant others (Friedman & 
Farber, 1992; Nias, 1989 Rogers, 19 51; Rosenberg, 1979; 
Shavelson, Hubner & Stanton, 1976; Sullivan, 1953). The 
significant other is a person with whom one has a personally 
meaningful relationship and whose opinion is critically 
important (Rosenberg, 1979). 
Very often, the two terms, "self concept" and "self 
esteem", have been used interchangeably for many years (Friedman 
& Farber, 1992? Shavelson, Hubner & Stan on, 1976). However, 
some theorists think they are different in the sense that self 
concept is an individual's knowledge about the self whereas self 
esteem is how the individual feels about the different 
attributes of the self (Epstein 1973; Gecas 1982; Rosenberg 
1979). 
Self concept is greatly affected by the environment and 
significant others. According to Wigfield and Karpathian (1991), 
research has shown that persons who are in environments that 
allow for and require self-direction and independence have 
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better internal locus of control and have more positive self 
concept (Wigfield & Karpathian, 1991). People, after long-term 
feedback that suggests that they are incapable of succeeding on 
their own will come to believe that they really cannot do 
anything on their own and tend to explain their success in terms 
of some non-personal reasons. The work of Lewin, Lippit and 
White (1939) revealed that individuals in the democratic setting 
tended to interact and cooperate and have positive self concept. 
On the other hand, those in both the authoritarian and laissez 
faire settings tend to have poor self concept and become 
frustrated, aggressive and confused. 
In the light of the situation at school between he 
principal and the teacher
 f whether the principal can create an 
environment that encourages independence and self-direction, 
whether the principal fosters a democratic atmosphere and 
whether the principal is encouraging or fault-finding really 
affect teachers' self concept. 
2.2.3 Structure and Content of Self Concept 
Regarding how the different aspects of self concept are 
organized, Byrne (1984) discussed the three different 
theoretical structures as follows, 
(1) Unidimensional model: proposes that self concept is 
unidimensional. This model is nearly rejected by most 
researchers because recent factor analytic work showed that 
children and adolescents have quite differentiated self 
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concepts and this differentiation occurs early in childhood 
(Harter & Pike, 1984,. Marsh, 1984). 
(2) Multidimensional model: It is proposed that self concept 
consists of many distinct facets and along with these 
specific facets there may also be a more general self 
concept facet. The self concept is multidimensional but 
these facets are too broad to be organised hierarchically. 
(Harter, 1983, 1985, 1986) 
(3) Hierarchical model: It is proposed to have multiple facets 
of self-concept arranged with more specific behaviors of 
self concept at the base and with general self concept at 
the apex. (Eccles & Wigfield, 1991; Marsh, 1990; Marsh & 
Shavelson, 1985; Shavelson, Hubner & Stanton, 1976) 
Shave1son, Hubner and Stanton (1976) posited that there 
are seven features of self concept. It is organized, 
multifaceted, hierarchical, stable, developmental, evaluative
 f 
differentiable. Shavelson, Hubner and Stanton (1976) proposed a 
model in which its general self concept is at the apex of the 
structure. And it is divided into two components: academic self 
concept and non-academic self concept. Academic self concept may 
be divided into subject matter areas and then divided into some 
other areas within a subject matter. Non-academic self concept 
may be divided into social, physical and emotional self concept 





















































































































































































































































































































































































































However, in a study by Marsh and O'Neill (1984) using 
SDQ with seniors in high school, findings lead Marsh and 
Shavelson (1985) to conclude that late adolescents' self 
concepts, though multifaceted, are not hierachically organized. 
Harter (1990b) proposed that self concept is less integrated and 
more unstable during middle adolescence. 
In sum, the multidimensional and hierarchical structures 
of self concept are preferred to the unidimensional one. Not all 
self concepts can be hierarchically organized, such as in the 
case of the studies of late adolescents, the multidimensional 
model is more generally accepted• In the present study of 
teachers' self concept/ the multidimensional model is adopted. 
There are numerous instruments to measure the content of 
self concept. A few typical ones are explained below. 
In the Tennessee Self-Concept Scale, Fitts (1965) 
describes self concept as a multi-dimensional construct with 
three internal components, 
(1) identity:" am" 
(2) self—sa isfac ion: the individual feels about the self 
he/she perceives 
(3) behaviour: the individual perceives his/her own behaviour 
and five external components, 
(1) physical self - the individual views his/her health, body, 
appearance 
(2) moral-ethical self - the individual sees his/her moral 
worth 
(3) personal self - the individual assesses his/her adequacy 
as a person 
(4) family self - the individual perceives himself/herself with 
reference to his/her closest and most immediate 'others' 
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(5) social self - the individual perceives himself/herself as 
adequate in his/her social 'interaction' with a wide range 
of others 
He produced a 2-dimensional, 3x5 matrix of 15 composite 
scores to measure discrete components of self concept. 
During the 1980s, researchers such as Harter (1982, 
1985, 1986), Marsh (1986, 1989, 1990), Marsh and Shavelson 
(1985) and Shavelson and Bolus (1982) studied relatively 
specific aspects of the self concept and focused on perceived 
competence as a critical dimension of the self concept. 
Furthermore, Burke (1980) confirmed that self concepts are 
measurable. 
In Harter7s (1982) Perceived Competence Scale, three 
main dimensions of self concept were introduced. They are 
cognitive, social and physical. Later, Harter (1985, 1988) 
revised the old scale to include two dimensions of physical 
appearance and behavioural conduct and, for adolescents, job 
competence, relationship with parents, close friendships and 
romantic appeal. Harter (1982) chose these dimensions because 
she believed that they were suitable to measure school—aged 
children's sense of self. Harter (1982) also argued that the 
individual's general sense of self esteem should be measured 
separately, like Shavelson, Hubner and Stanton (1976), and 
believed that self concept is multifaceted and differentiated. 
Besides, Marsh and his colleagues (Marsh & O'Neill, 
1984; Marsh, Parker & Barnes, 1985; Marsh, Smith & Barnes, 1983) 
focused on dimensions of self concept of different ages of 
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children. They prepared three questionnaires called Marsh's Self 
Description Questionnaires (SDQ) — the SDQI (Marsh, Smith & 
Barnes, 1983) for preadolescent children, the SDQ Marsh, 
Parker & Barnes, 1985) for adolescents and the SDQ Marsh & 
O'Neill, 1984) for late adolescents and young adults. As in the 
three SDQs, all contain subscales that assess physical ability, 
physical appearance; relationships with parents? relationships 
with peers and reading, math and all school subjects as 
dimensions of the self concept. The SDQ I and SDQ I include 
extra subscales to evaluate emotional stability, problem 
solving/creativity, religion/spirituality, honesty, opposi e-sex 
relationships and same sex relationships. A summary of the scale 
is listed in Figure 9. 
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« 
Figure 9 Summary Description of the Scales from Each of 
the SDQ Instruments 
Adopted from Marsh, 1989 
“
 Scajc . Description . 
^ ^ ^ ^ ’ — ^ ^ i i i s ^ i i c f n s and inlcrcst in ^ 
SDQ,
° think they look. .• • ,
 r. t . . 
s,>Q,n)
 bcrs of the opposite sex, and thequahty of Ihc.r interac-
tions with members or the opposite sex. 
R^onsWs and 
SW
 of ,hc jamc &cx. and the quality of Ibcir ..Ucraclions w.tli 
members of the same sex, ,
 4 , 
noncsty/Truslworlhiucss (soon and Sludcnls perceptions of their honesty, rchab.hty. and trvsl-
- — (_. _ . -d ^ ^ 
orihcir intcradions with their parents. , 
^ 1 ¾ ¾ 
how ihcy conduct their life. . 
^on.S.bHi^^nands^uO 
arc proud and satisfied with the way they arc. 
• ,
 r 
verbal reasoning ability, and inlcrcsl in verbal act.v.Ucs 
- 0 ^ ^ ^ ^ ^ ^ 
_ _ ’ - s ^ r ^ r ^ 
adulthood. . . ,
 nn e mosl rcccnt revision, so responses lo it arc 
•The General scalc on the SDQi ^ “ s not included in mosi 
.vaihiblc only for a
 SubscA of ihc lotal whereas Uam on Ihc 
onatync. presented here. ^  Hcm? verbal cxprcMio». 
s<>0,, anti <;ix)in rcrt-ncJ to verbal skills more gc.ncr.»" vc.g‘. 
and verbal reasoning). 
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With regard to the effects of age and sex on self 
concept, the studies of Marsh et al. (1985, 1988) also reported 
that there was curvilinear age effects on self concept. 
O'Malley and Bachman (1983) also concluded that general self 
concept increased s t e a d i l y during the late-adolescent and early-
adult period. 
Because the individual cognitive processing skills 
change when one gets older, the views about himself/herself 
change over age from a focus on concrete, observable aspects of 
the self to abstractions and psychological characteristics 
(Harter, 1990a & 199Ob)•Previous developmental studies of self-
concept have suggested that self concept is more negative in 
early adolescence and early adulthood (Peterson, 1981). 
Although Wylie (1979) reported that there was no 
evidence for sex differences in overall self concept, some 
researchers find that sex differences in specific self-concepts 
were consistent with sex stereotypes. Different sexes have 
different self concepts in different dimensions of self concept. 
(Dusek & Flaherty, 1981,- Marsh, 1989? Meece e al., 1982; Wylie, 
1979). Therefore in this study, age and sex will be included as 
demographic variables of teachers' self concept. 
There are many instruments used for measuring self 
concept, such as self-social symbols task (Ziller, 1973), self 
concept scale (Lipsitt, 1958), self esteem scale (Rosenberg, 
1965), interpersonal check list (Leary, 1957)/ Tennessee self 
concept scale (Fitts, 1965), and myself as a teacher (Handley & 
Thomson, 1990). Which one is suitable for measuring teachers' 
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self concept Soares and Soares (1977) developed an argument 
that teachers' self concept should be of surface trait nature 
and Handley and Thomson (1990) suggested that the surface trait 
nature of teachers' self concept needs to be measured 
accurately. Unfortunately, there is no instrument that serves 
this purpose. Even the most commonly-used scale — The 
Tennessee Self Concept Scale (Fitts, 1965) which is not of 
surface trait is only used to measure children. 
Since the Tennessee Self Concept Scale (Fitts, 1965) 
cannot measure self concept accurately, Handley and Thomson 
(1990) devised a scale called Myself as a Teacher Scale (MTS) to 
measure the self concept of teachers. But the scale only 
measured one dimension of behaviour, i.e. he overall self 
concept instead of a multidimensional construct (Chan et al., 
1992). Therefore MTS is not suitable for measuring teachers' 
self concept in this study. 
A few years ago, in Wong's (1986) study of the 
relationship between teachers' role and school organizational 
structure, he modified Keller's (1979) scale to measure the self 
concept of teachers in Hong Kong. His model has four dimensions: 
sociability, self-confidence,: vigor and autonomy (Chan et 
al. 1992). Although he considered self concept as 
multidimensional, his model does not include a teacher's most 
important factor, i.e. a teacher's role of teaching. 
Based on Soares and Soares' (1977) argument and Handley 
and Thomson's (1990) suggestion, Chan et al. (1992) devised a 
model of teachers' self concept. 
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in Chan et al.'s (1992) model, it considered two levels, 
namely the satisfaction and competence level. It studied four 
components of teachers' self concept which are listed below 
(1) pedagogical self: It reflects the teacher's own perception 
a s an effective teacher at both satisfaction and competence 
levels. Some of the areas of perception are as follows: 
(a) teaching methodology 
(b) educational mission 
(c) professional development; and 
(d) areas other than classroom teaching related to pupils' 
wholesome development 
(2) social self: This reflects the teacher's feeling about the 
relationship with his/her pupils, colleagues (including 
heads/ supervisors, subordinate supporting staff) and 
parents at the satisfaction and competence levels. 
(3) personal self: It reflects the individual's feeling of 
adequacy and satisfaction of being a teacher. Some of them 
are as follows: 
-(a) the general personal qualities of a teacher 
(b) the physical appearance of being a teacher 
(c) the sense of morality as a teacher 
(4) administrative self: It reflects the teacher's sense of 
adequacy and satisfaction in managing general school 
administrative work related to pupils, staff and parents. 
Chan et al.'s (1992) study tries to investigate the 
complicated r e l a t i o n s h i p between teachers' self concept, 
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teacher behaviours and student's educational outcomes. The 
results show that positive pedagogical self, social self and 
personal self are important dimensions of teachers' self concept 
that correlate significantly with students7 educational 
outcomes. They also concluded that teachers' social self, 
personal self and pedagogical self are related to their use of 
consideration leadership, reward power and reference power. 
Teachers who are good in administration are viewed by their 
students to use m o r e initia ing structure leadership in their 
classroom (Chan et al., 1992). 
The work load of secondary teachers in Hong Kong is very 
heavy. The main field of work of a teacher is teaching. Besides 
teaching, a teacher has to deal with additional work. As a 
teacher , one has to do the marking, preparing audio-visual 
aids, interviewing with parents, talking with students, 
socializing with colleagues. Some teachers, especially senior 
ones, even have to do the timetabling, preparing teaching 
schedules, holding panel meetings and organizing mass programs 
for students. The above examples of teachers7 routine work can 
be categorized into three roles, namely, pedagogical,social and 
administrative. As self concept is based on "roles played by the 
individual" (Mead, 1934), it is appropriate to measure teachers' 
self concept in terms of teachers' p^es. 
In the middle twentieth century, a large number of 
researches on children's self concept were conducted (Battle, 
1977? Coopersmith,1967? Harter, 1982? Harter & Pike, 1984? Long 
et al. / 1977; Marsh et al. , 1984; Piers & Harris, 1964; Zillen, 
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1973). In the school system, it is worth studying teachers' 
self concept which affect their own and the pupil's behavior, 
teacher-pupil relationship, their teaching style, their 
perceptions and expectation of themselves as teachers (Burns, 
1984). As most recent researchers agree that self concept is 
multidimensional, in this study, the multidimensionality of self 
concept is employed, to investigate the relationship between 
principals' leadership and teachersr self concept. 
2.2.4 Outcomes of Teachers' Self Concept 
Teachers' self concept plays a critical role in the 
educational outcomes of students. It has a strong impact on the 
teacher behaviour and on the self concept and performance of 
their students (Burns, 1984). 
Burns (1984) noted that "teaching is a sharing of self 
with others". Hence, teachers' attitudes to self and to others 
are of vital importance. There is we11-documented relationship 
between the possession of positive self attitudes and possession 
of positive attitudes to others (Burns, 1975; Sheerer, 1949). 
Omwake (1954) and Fey (1954) also noted a strong relation 
between self acceptance and perceiving others as more accepting. 
Davidson and Lang (1960) showed that pupils were well able to 
evaluate their teacher's feelings towards them and those who saw 
the teacher as one who presented favourable regard to them were 
the possessors of more positive self concepts and higher 
scholastic performance. 
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Success in teaching is also associated with a positive 
view of oneself, confidence and judgment (Crane, 1974; Garvey, 
1970; Rosenberg, 1955) . Burns (1976) noted that student teachers 
who used child-centered methods of teaching rather than 
impersonal traditional approaches possessed significantly more 
positive self concept. Trowbridge (1973) conducted a study to 
investigate the relationship between teachers' self concept and 
teaching style. The results revealed that teachers with high 
self concepts spent less time on routine "non-thinking" 
activities and more often used divergent and evaluative 
thinking. They felt freer to allow pupils to develop divergent 
and evaluative approaches to school work. Teachers with low self 
concepts tended to stick to stereotyped formal lessons. 
Besides, teachers' self concept is related to teacher 
burnout (Friedman & Farber, 1992). Teachers with positive self 
concept are happier, more productive and more effective in 
carrying out their duties as teachers (Crouse & Kevin, 1981) and 
thus become less inclined to burnout. Anderson and Iwanicki 
(1984) and Malanowski and Wood (1984) found it was more likely 
that teachers lacking self esteem would experience emotional 
exhaustion and burnout. Similarly, Hughes et al. (1987) found 
that teachers with highly positive self concepts, perceived 
themselves as less burned out and more pleased with their 
colleagues and headmasters. Friedman and Farber (1992) found 
that low self concept results in feeling less competent and less 
satisfied with their work. 
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In sum, teachers' self concept is very significant. It 
is highly associated with teacher-student relation, student self 
concept, teacher efficacy and teacher commitment, teacher job 
satisfaction and teacher burnout. 
2.3 Conception of the Study 
Based on the review of literature, the present study 
tries to investigate the relationship between principals' 
leadership and teachers' self concept. 
The conception of the present study will be presented 
below. 
2.3.1 Principals' Leadership 
A principal plays an important role • in shaping and 
managing the school (Blumberg & Greenfield, 1986; Kimbrough & 
Burkett, 1990? Sergiovanni, 1991; S-M• • 1991)• The principals' 
leadership sets the tone of the school and the level of 
professionalism and morale of the teachers (U.S. Senate, 1972). 
Outstanding principals may inspire their followers to achieve 
excellent performance in schools (Leong, 1993; Sergiovanni, 
1990a, 1991 & 1992? Silins, 1992 & 1993). 
There are various definitions of leadership that 
indicate progress of thought (Bass, 1990). Leadership is 
identified as a focus of groups process, the art inducing 
compliance, influence relationship, power relation, persuasion 
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and influence on goal achievement (Bass, 1990). In most of the 
definitions, two functions of leadership are often stressed: to 
influence people and to accomplish a goal. However, the most 
recent paradigm of transformational leadership not onlj 
influences followers but transforms them. It not only 
accomplishes a goal but elevates followers to achieve higher-
order goals. 
In the present study, the transformational leadership 
model will be employed as it is more dynamic, more adaptive 
(Bass, 1990). The transformational leadership in terms of 
charisma/inspiration, intellectual stimulation and 
individualized consideration will be adopted because this model 
systematically analyses leadership at a higher order and it 
gives insight into the relationship between leaders and their 
followers ——the transformation of followers through leaders. 
2.3.2. Teachers' Self Concept 
The definition of self concept varies among 
researchers depending on the emphasis of their studies. 
However, self concept is often defined as a person' perception 
of himself/herself formed through his/her experiences with the 
environment and is influenced by the significant others 
(Rogers, 1951; Rosenberg, 1979) and most studies accepted the 
multidimensionality of self concept (Marsh et al., 1985). 
Mead (1934) stated that self concepts consist of 
perceptions of varied roles one plays• Poon (1989) also 
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recomxaended that taking into consideration of the most relevant 
role of the subjects may be helpful to the understanding of 
their self concept. Therefore, in this study of teachers7 self 
concept, teachers' roles are considered. Also, a 
multidimensional model is used. 
The multidimensional model introduced by Chan et al. 
(1992) is employed in this study. Chan et al. (1992) 
conceptualized four dimensions of teachers' self concept. They 
are pedagogical, social, personal and administrative. 
2.3.3 Principals' Leadership and Teachers' Self Concept 
As previously mentioned, self concept is formed through 
one's experience with the environment and is influenced by one's 
significant others (Friedman & Farber, 199 2,- Rogers, 1951; 
Rosenberg, 1979; Shave1son, Hubner & Stanton, 1976? Sullivan, 
1953). in the school setting, teachers' self concept is affected 
by the school environment and teachers' significant others. 
(1) school Environment 
In the school setting, the aggregate of things 
surrounding a teacher is mainly influenced by the principal. 
Organization creates a setting which allows the leaders to exert 
directive behavior to influence its members (Yukl, 1989) . The 
principal creates and shapes school c u l t u r e (Schein, 1985). 
School principal has the authority, up to a large extent, to 
change the school structure and instructional policies, and the 
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power to influence the perception and behavior of the teachers 
(Boyan, 1988; Marsh & Stalling, 1992). Principal leadership is a 
significant component affecting school environment. 
(2) Significant Others 
The significant other is a person with whom one has a 
personally meaningful relationship and whose opinion is 
critically important (Rosenberg, 1979). In the case of a 
teacher in the school situation, the principal, colleagues, 
students and parents are significant others of a teacher. These 
people have personal relationship with the teacher and their 
opinions are important • As the head of the school, the 
principal creates and shapes school culture (Schein, 1985) and 
he/she is often the exemplary figure whom teachers model on. 
From the numerous educational studies, concerning the impact of 
principals on their teachers7 behavior (Bass, 1990; Cheng, 1990; 
Howell & Dorfman, 1986? Jermier & Berkes, 1979; Katzell, 1987; 
Mathieu & Zajacs, 1990; Yukl, 1981), it is obvious that the 
principal is a very "significant other" of the teacher at 
-school. 
(3) Principals' Leadership, Teachers' Self Concept and Teachers' 
Performance 
Many studies indicate the strong correlation between 
principals' leadership and teacher performance in aspects such 
as teacher efficacy (Chan & Cheng, 1993; Halpin, Halpin & 
Harris, 1982; Handley & Thomson, 1990), teacher commitment 
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(Cheng, 1990; Howell & Dorfman, 1981? Jermier & Berkes, 1979; 
Kerr & Jermier, 1978; Yuen, 1992) and teacher job satisfaction 
(Bass, 1990; Cheng, 1993a & 1993b? Viteles, 1953). Similarly, 
teachers' self concept correlates highly with teacher 
performance in aspects such as teacher efficacy (Ashton & Webb, 
1986? Chan et al., 1992; Halpin, 1982), teacher commitment 
(Burns, 1984) and teachers7 job satisfaction (Chan et al., 1992; 
Grouse & Kevinf 1981; Hughes et al. , 1987). On the one hand, 
principals' leadership affects teacher efficacy, teacher 
commitment and teacher job satisfaction. On the other hand, the 
more positive self concept a teacher has, the higher is his/her 
efficacy in teaching, job satisfaction and coitimitment. From the 
above findings, there may be some correlation between 
principals' leadership and teachers' self concept and it is 
worth further investigation of the above two variables. 
(4) Principals' Transformational Leadership and Teachers' Self 
Concept 
Firstly, transformational leaders transform their 
followers to self-actualizers/ i.e. people of positive self 
concepts (Bass, 1985; Burns, 1978). Both Burns (1978) and Bass 
(1985) considered that transformational leaders can attempt and 
succeed in elevating their followers to a higher level of needs 
and to the highest level of self-actualization. In other words, 
followers can be potentially transformed to be self-actualizers. 
According to Maslow (1956), self-actualizers are characteristic 
of psychological health and well-being. They perceive reality 
efficiently, accept themselves, tolerate uncertainty and are 
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problem—centered rather than self centered (Bass, 1985) . All 
these good qualities are characteristics of a person with 
positive self concept. 
Secondly, studies (Bass, 1985; Gibbons, 1986; Zaleznik, 
1977) showed that leaders, especially transformational leaders 
possess strong self concept. Being role models, transformational 
leaders are likely to transfer positive self concept to heir 
followers (Bass & A v o l i o , 1988,- Bennis & Nanus, 1985). 
People of positive self concept demonstrate self 
confidence (Bass, 1990). Self confidence is seen to be 
positively associated with leadership (Bass, 1990). Bass (1985) 
and Zaleznik (1977) showed that self confidence is particularly 
strong in transformational leaders. In fact, Gibbons (1986) 
found many strong correlations between subordinates' description 
of the transformational leadership (charismatic, individually 
considerate, intellectually stimulating and inspirational) of 
their superiors and their superiors7 self descriptions on the 
Personal Orientation Inventory (POI) which measures self concept 
and self-ac ualization (Shostrom, 1 9 7 4 ) I n other words, 
transformational leaders are self-actualizers and persons with 
positive self concept. 
A transformational leader provides a role model with 
which subordinates want to identify (Bass & Avolio, 1988). A 
transformational leader is the "developer of people and builder 
of teams" (Bradford &Cohen, 1984). If a transformational 
leader is said to "empower" and "convert" his/her followers, a 
transformational leader who has been proved to have positive 
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self concept (Bass, 1985 & 1990,- Gibbon, 1986; Zaleznik, 1977) 
sets "a role model" and " e m p o w e r s " subordinates with self 
concept• 
Bennis and Nanus (1985) interviewed ninety top-level 
leaders and proved that self esteem of the leader is likely to 
be transferred to their subordinates. Therefore, the 
subordinates of transformational leaders are likely to have 
positive self concept. 
In sum, there may be a relationship between he 
principals' transformational leadership and teachers' self 
concept and it is worth further investigation. 
The conception of the proposal study can be illustrated 
as in Figure 10. 
Research question: 
From he conception of the study, the following research 
question is proposed: 
How is principals' l e a d e r s h i p i n terms of 
charisma/inspiration intellectual stimulation and 
individualized consideration related to teachers' self 
concept in terms of pedagogical self, social self, 
personal self and administrative self 
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The present study is a cross-sectional survey. The 
independent variables are principals' leadership measures. The 
dependent variables are eachers^ self concept measures. This 
chapter will first give the definitions of some important terms 
and propose the research hypothesis. The nature of the study and 
the unit of analysis will be stated. The instruments, sampling 
design and analysis design of the proposed study will be 
presented. Lastly, limitations of the study will be discussed. 
3.1 Definitions 
Definitions of some important terms used in this study 
are given as below: 
(1) Principals' leadership: The social influence process in 
which a principal steers members of his/her school towards a 
goal (Owens, 1991; Roach & Behling, 1984). In his study, 
the transformational leadership model is employed. A 
transformational principal leader raises the needs of 
followers and promotes transformations in individual, group 
and organization (Bass, 1978; Burns, 1985 & 1990). This 
leadership can be categorized into the following three 
components: 
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(i) Charisma/Inspiration: This is the degree to which the 
leader inspires and creates enthusiasm in followers, sees 
what is really important, and transmits a sense o£ 
mission to the organization. 
(ii) intellectual stimulation: This is the degree to which 
the leader provides intellectual and problem-oriented 
guidance. The leader arouses followers to think in new 
ways. 
(iii) individualized consideration: This is the degree to 
which the leader is concerned with the individual needs 
of followers, elevating needs and abilities to higher 
levels (Bass, 1985; Silins, 1992? Waldman, Avolio & Bebb, 
1987). 
(2) Teachers' self concept: A teacher's perception of 
himself/herself. Teachers7 self concept can be categorized 
into four dimensions: pedagogical, social, personal and 
administrative (Chan et al., 1992). 
(i) Teachers' pedagogical self concept: A teacher's 
perception of his/her teaching ability (Chan et al., 
1992). 
(ii) Teachers' social self concept: A teacher's perception of 
his/her ability to interact with other people (Chan et 
al., 1992). 
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(iii) Teachers' personal self concept: A teacher's 
perception of himself/herself as a person, such as 
his/her views on his/her appearance and personality 
(Chan et al., 1992; Felker, 1974). 
(iv) Teachers' administrative self concept: A teacher's 
perception of his/her ability in administrative work in 
school (Chan et al., 1992). 
3-2 Hypothesis of the study 
Based on the above conception of he study, the 
following hypothesis about the contribution of perceived 
principals' transformational leadership to teachers' self 
concept is posited: 
There is contribution of the principals' • transformational 
leadership measures towards teachers' self concept measures 
in a sample of Hong Kong aided secondary schools. 
Nul1 Hypothesis 
There is no contribution of the principals' transformational 
leadership measures o teachers' self concept measures in a 
sample of Hong Kong aided secondary schools. 
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3.3 Nature of the Study 
The present study is a cross-sectional survey by 
questionnaires. The correlations among the leadership 
measures, contextual variables and teachers' self concept 
measures will be explored. 
3.4 Unit of Analysis 
In this study, the demographic variables (such as age, 
sexf marital status, religion, qualification, administrative 
post, teaching experience and administrative experience) are 
chosen to be the characteristics of individual teachers (Marsh, 
1989)• Teachers' perceptions of self concept are also attributes 
of individual teachers (Felker, 1974). Principals' leadership 
behaviour is measured through the perception of their teachers 
in the present study. Therefore, the unit" of analysis is 
the individual teacher. 
3.5 Instruments 
The instrument used in the study is the teacher 
questionnaire. It consists of three parts. The first part is the 
perceived measures of principals' leadership in terms of three 
factors: charisma/inspiration, intellectual stimulation and 
individualized consideration (Bass, 1985? Silins, 1992) . The 
second part is the measures of teachers' self concept in terms 
of pedagogical self, social self, personal self and 
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administrative self (Chan et al. , 1992). The third part is the 
teachers7 personal demographic information. The principal of 
the sampled school is also invited to complete the form 
consisting of the variables of the school and of the principal. 
(1) Measurement of Principals' Leadership 
The instrument used to measure principals7 leadership in 
this study is based on the measures developed by Bass (1985) and 
Silins (1992). Bass's (1985) model is adopted because it aims at 
higher-level of leadership and gives insight into the 
transformational relation between leaders and followers. 
To verify the validity of the items forming the three 
measures of principals' leadership, a pilot study was conducted. 
Nine experienced teachers and one principal were invited. They 
were explained clearly the definitions of ’ the independent 
variables and then asked to choose the suitable items from the 
scales. Through thorough discussion, only those items to which 
80% of the interviewers agreed were chosen. The unsuitable items 
were excluded. Fifteen items were identified as representing 
charisma/inspiration, two items intellectual stimulation, and 
seven items individualized consideration. 
There are three measures in principals' leadership: 
charisma/inspiration ( 15 items, one sample item is "provides 
good models to follow" ), intellectual stimulation ( 2 items, 
one sample is "stimulates us to rethink the way we do things"), 
and individualized consideration ( 7 items, one sample is 11 
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thoughtful of our personal needs" ) (Bass, 1985; Silins, 1992). 
The measures are completed by the teachers• Response 
alternative is scored from 1 to 7. They are indicated as. 
follows: 
Category Weight 
Strongly Disagree 1 
Disagree 2 
Slightly Disagree 3 
Neither 4 
Slightly Agree 5 
Agree 6 
Strongly Agree 7 
The reliabilities of the instrument are shown in Table 1. 
It is seen that the reliabilities (Cronbach's alpha) of all the 
principals' leadership factors are satisfactorily high ( 0.85 -
0.95 )• 
Table 1 
Reliabilities of the Instrument of Principals' Leadership 
Measures in the Study: 
Factors No. of Items Cronbach's Alpha 
Charisma/Inspiration 15 0.9542 
Intellectual Stimulation 2 0.8506 
Individualized Consideration 7 0.8475 
(2) Measurement of Teachers' Self Concept 
Teachers' self concept is assessed by measures adopted 
from Chan et al. (1992) because it is comprehensive enough to 
cover the main aspects of teachers roles a school. The items 
and response alternatives were modified. 
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There are four measures of teachers' self concept, 
pedagogical self (20 items, one sample is " I can motivate my 
students to learn 11), social self (14 items , one sample is " I 
am a popular teacher ") / personal self (16 items, one sample 
item is "I am a person of integrity") and administrative self 
(14 items, one sample is 11 can carry out my administrative 
duties effectively"). 
The response options are weighted as follows : 
Category Weight 
Strongly Disagree 1 
Disagree 2 
Slightly Disagree 3 
Neither 4 
Slightly Agree 5 
Agree 6 
Strongly Agree 7 
The reliabilities of the instrument in the study are 
shown in Table 2. t can be seen that the reliabilities 
(Cronbach's alpha) of the scales are quite high (0.817 - 0.884) 
and are satisfactory. 
Table 2 
Reliabilities of the Instrument of Teachers7 Self Concept 
Measures in the Study 
Factors No. of Items Cronbach's Alpha 
Pedagogical Self 20 0.8842 
Social Self 14 0.8169 
Personal Self 16 0.8826 
Administrative Self 14 0.8817 
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(3) Teachers' Demographic Variables 
Several teacher's personal attributes are taken in the 
study. They are sex (scored 1, 2 for male and female 
respectively ), age ( scored 1,2, 3,4, 5, 6 or 7 for age 21 to 
25, age 26 to 30, age 31 to 35, age 36 to 40, age 41 to 45, age 
46 to 50, age over 50 respectively) / marital status (scored 1, 
2, or 3 for married, single or others respectively), religious 
background ( scored 1, 2 , 3 , 4, 5 , 6, or 7 for no religion, 
Buddhist, Catholic, Protestant, Muslim, Taoist or others 
respectively), qualification (scored 1, 2r 3, 4, 5 or 6 for 
Teacher Certificate in Education, Post—secondary Diploma, 
Bachelor's Degreef Master's Degree, or Doctoral Degree or 
others respectively), professional training (scored 1, 2, 3, 4 
or 5 for no training, Certificate in Education/Diploma in 
Education, Bachelor in Education, Master in Education, or others 
respectively ), teaching experience, administrative experience, 
post (scored 1, 2, 3, 4 or 5 for teachers with no administrative 
work, teachers with administrative work, panel chairmen, 
committee chairmen, or vice-principals respectively )• 
(4) Principals' Demographic Variables 
Several principals' demographic variables are taken into 
considera ions.These variables are sex (scored 1 or 2 for male 
and female respectively ), age ( scored 1, 2, 3, 4, 5, 6, 7 or 8 
for age 21 to 25, age 26 to 30, age 31 to 35, age 36 to 40, age 
41 to 45, age 46 to 50, age 51 to 55, or age over 56 
respectively), marital status (scored 1, 2, or 3 for married, 
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single or others respectively), religious background (scored 1, 
2, 3, 4, 5, 6, or 7 for no religion, Buddhist, Catholic, 
Protestant, Muslim, Taoist or others respectively), 
qualification (scored 1, 2, 3,4, 5 or 6 for Teacher Certificate 
in Education, Post-secondary Diploma, Bachelor's Degree, 
Master's Degree, Doctoral Degree or others respectively), 
professional training (scored lr 2, 3, 4 or 5 for no raining, 
Certificate in Education/Diploma in Education, Bachelor in 
Education, Master in Education, or others respectively ), 
teaching experience, administrative experience, religious 
background of school (scored 1, 2, 3, 4, 5, 6, 7 for no 
religion, Buddhist, Catholic, Protestant, Muslim, Taoist or 
others respectively), and school age. 
3.6 Sampling Design 
In this cross-sectional survey study, data were 
collected from teachers of a sample of Hong Kong secondary aided 
schools. Only aided schools were selected because of the 
-following reasons: 
(1) Most of the Hong Kong secondary schools are aided schools. 
About 80% of the secondary schools are in the aided sector 
(Teacher Survey, 1993). Therefore, findings of the study 
may be of a higher generalization capability. 
(2) Aided schools in Hong Kong are established and operated on 
the basis of the Code of Aid governed by Education 
Department, the qualifications of teachers/ organizational 
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structure and resources are very similar. Hence, 
homogeneity of the sample schools in terms of qualifications 
of teachers and administrators, teacher-class ratio, school 
facilities, formal curricula etc. may be ensured to a 
certain extent (Cheng, 1991a). 
In total, 25 aided secondary schools where the 
principals have been working for at least three years were 
chosen • In each school, the principal was asked to complete he 
principal's information sheet. Twenty teachers who have been 
working there for at least three years in each school were 
randomly invited to complete the questionnaire. Teachers were 
assured that the responses would never be identified and were 
used for research purpose only. The minimum of three years as a 
criterion for selecting principals was set in the belief that 
these principals would have enough time to exert influence on 
teachers and the school and teachers would have- sufficient time 
to be influenced by the significant others and environment of 
the school. In Kelly and Bredeson's (1991) study of leadership, 
they used a minimum of three years on the rationale that 
respondents would have time to learn the culture and to have 
experienced the leadership of their principals over an extended 
period of time. One teacher from each selected school was 
invited to be in charge to the administration of the 
questionnaires• 
Finally, 385 teacher questionnaires and 25 school data 
were returned. The response rate of the questionnaires is 77 
percent of the sampled teachers. 
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3,7 Analysis Design 
In the study, the unit of analysis is the individual 
teacher. There are twenty-four scores including three for 
perceived principals' leadership dimensions, four for teachers' 
self concept; eight for personal demographic variables, seven 
for the demographic variables of the principal and two for the 
contextual variables of the school. 
Analytical procedure is as follows: 
(1) The demographic and contextual variables are tabulated as a 
description of the sample. 
(2) The descriptive statistics including the actual mean, the 
conceptual mean and the standard deviation are used to 
describe the measures of principals' leadership (charisma/ 
inspiration, intellectual stimulation and individualized 
consideration ) and the measures of teachers' self concept 
(pedagogical self, social self, personal self, and 
administrative self). 
(3) The Pearson correlation analysis is used to examine the 
correlation between the variables of self concept and 
variables of transformational leadership respectively. 
Principal component analysis is used to investigate the 
dimensionality of self concept and transformational 
leadership. 
(4) The correlation between the teachers7 demographic variables 
and teachers' self concept as well as the correlation 
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between principals' demographic variables and principals7 
transformational leadership are investigated. The Pearson 
correlation analysis is employed for the continuous 
demographic variables. The ANOVA analysis is also applied to 
investigate the demographic variables which are .categorical 
(such as qualification and professional training )• 
(5) The Pearson correlation analysis is also used to examine the 
correlational relationship between principals' 
transformational leadership measures and teachers' self 
concept measures. Then stepwise multiple regression is 
applied to find out the contribution of principals' 
leadership measures and teachers' demographic 
characteristics to the prediction of teachers' self concept 
measures. 
U Limitations 
The present research has the following limitations: 
(1) This study is based on a cross-sectional observation design. 
Therefore, causal relationship cannot be attributed from the 
correlational relationship between the independent variables 
and dependent variables- (Babbie, 1986; Smith, 1982). 
(2) The data collected for analysis in this study is perceptual 
and a gap between perception and reality may exist. 
Therefore the application of the findings to a real 
situation may be limited. 
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(3) The samples are selected from aided secondary schools, and 
they cannot represent other types of schools (e.g. private 
schools)• Therefore further researches are needed for hos 
schools. 
(4) Since the dis ribution and collection of questionnaires 
cannot be controlled and the time and situation for 
completing the questionnaires cannot be fixed, the 
reliability of the data will be somewhat discounted. Some 
external uncounted factors may influence the results. 
(5) Although the principal is considered as the most significant 
other of the teachers, the other significant persons, such 
as their colleagues, students and parents of students, may 
be included in further study. 
(6) The present study only focuses on the principals' role of 
being a transformational leader. In fact,, the performance 
of the principal in some other areas, such as personnel 
management, may affect the perception of the teachers. 
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CHAPTER IV 
RESULTS AND DISCUSSION 
This chapter begins with the general information of the 
principals, schools and teachers. A preliminary analysis will be 
carried out to investigate the means and standard deviations of 
teachers' self concept measures and of principals' 
transformational leadership measures. The correlation between 
variables of self concept and the correlation between variables 
of transformational leadership will be studied. The principal 
component analysis will then carried out to investigate the 
dimensionality of principals' transformational leadership and 
teachers' self concept measures. The relationship between 
teachers' demographic characteristics and self, concept and he 
relationship between principals' demographic characteristics, 
school contextual variables and transformational leadership 
measures will also be studied. 
After the preliminary analysis, the main analysis will 
be carried out. Pearson correlation and stepwise multiple 
regression will be used to investigate the correlation between 
principals' transformational leadership measures and teachers7 
self concept measures. There will be the study of teachers' self 
concept to teachers' demographic characteristics and principals7 
transformational leadership. 
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4.1 General Information of the principals. School and Teachers 
The descriptive statistics of the principals and the 
teachers are discussed in the section below. 
4.1.1 General Information of the Principals and the Schools 
The general information of the principals in this main 
study is shown in Table 3. It indicates that about two thirds 
of the principals are male. It is true that principals in Hong 
Kong schools are mostly male. It may be due to the traditional 
Chinese belief that men are more capable of taking up he 
leading role and that women often have to spend more time 
looking after the family. Luckily, in recent years, more and 
more female principals join this profession. It is an 
encouraging phenomenon. 
Table 3 also shows that about 60% of the principals are 
aged between 41 and 50 inclusive. 88% of them are married. 
Principals, being the head of the schools and he role models of 
the teachers, usually have much experience in teaching before 
they are promoted to the post of principalship. It is natural 
that they are in the forties and are usually married. 
In this study, 68% of the principals are Protestant and 
24% are Catholic. Only 8% of them have no religion• In this 
study, principals and teachers from 25 schools were selected. Of 
these 25 schoolsf 64% of them are Protestant, 16% Catholic, 4% 
Muslim and 16% non-religious ones. The findings show that the 
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percentage of principals with religious belief are high. 
Usually, schools appoint principals who have the same religious 
belief as their sponsoring bodies. 
Table 3 also indicates that the average of principals' 
administrative experience is 10.28 years and the standard 
deviation is 6.87 years. The minimum and maximum values (3 and 
24 respectively) show that some of them are well-experienced 
while the others have just joined the profession for a short 
period. In the pas most principals were very experienced. 
Recently, when 1997 is drawing near, some experienced ones 
resign for migration. Thus, more and more newly-appointed 
principals join the profession. 
From Table 3, it can be seen that all the principals 
have professional training in education with about 44% of the 
principals possess Master's degrees in education. reflects 
that a substantial proportion of the principals in this study 
may have good qualification. Graduate teachers usually possess 
Bachelor's degrees. As principals need more knowledge to lead 
he teachers, more and more principals equip themselves by 
furthering their studies. Very often/ those with higher degrees 
have a better chance of being appointed as principals. 
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Table 3 
General Information of the Principals and the Schools 
No. of Principals 2 5 
Sex:
 o . 
Male 6 8 
Female 3 2 
Age:
 o 
Below 36 0 
Between 36 and 40 16 
Between 41 and 45 3 2 
Between 46 and 50 2 8 
Between 51 and 55 20% 
Over 55 4 
Marital Status: 
Married 8 8 
Single 1 2 % 
Religion:
 o 
No Religion 8 
Catholic 2 4 




Bachelor's Degree 36% 
Master's Degree 5 2 
Doctoral Degree 
Professional Training: 
Certificate/Diploma in Education 52% 
Master in Education 44% 
Doctor in Education 4% 
Principals' Administrative Experience (Years): 
Mean 10.28 
Standard Deviation 6.87 
Minimum 3 
Maximum 2 4 
School Religion: 
No Religion 
Catholic 1 6 
Protestant 64J 
Muslim 4 
School Age (Years): 
Mean 29.24 
Standard Deviation 27.91 
Minimum 3 
Maximum 1 0 6 
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4.1.2 General Information of the Teachers 
Table 4 shows that 52.1% of the teachers in this study 
are female and 47.9% are male. The number of female teachers is 
slightly higher. The Teacher Survey 1993 published by 
Statistics Section of the Education Department shows similar 
percentages. 50.4% of the teachers are female and 49.6% are 
male among all aided secondary schools. 
Furthermore/ 55.1% of the teachers in this study are 
aged between 31 and 40 and 66.7% of them are married. They are 
mostly in their thirties and forties, and are married. In fact, 
he average age of Hong Kong aided secondary schools is 34.2 
(Teacher Survey, 1993) . As for religion, in this study, 48.4% 
of the teachers are Protestant and 40.2% of them have no 
religion. Maybe, 64% of the sampled schools are Protestant 
ones. Therefore, the proportion of Protestant teachers is great 
in this study. 
Table 4 also reveals that in this study teachers from 
Colleges of Education and Post Secondary Colleges amount to 
32.4% and teachers holding Bachelor's and Master's degrees 
comprise 67.1%. This phenomenon matches with the general picture 
of Hong Kong aided secondary schools. According to Teacher 
Survey, 1993, the graduate and non-graduate ratio is 65:35 among 
all Hong Kong aided secondary school teachers. 
As for teachers' professional training, 93.7¾ of the 
teachers in this study have obtained training in education. This 
percentage is much higher than the 1933 Statistics of Education 
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Department which shows that 68.1% of aided secondary school 
teachers have received the formal teacher training. The 
difference may be due to the fact that most of the sampled 
teachers in this study are more experienced ones and hold 
administrative posts. Among the sampled teachers, 82.6% have 
certificate/diploma in education, issued by either the Colleges 
of Education or Universities. In fact, Hong Kong teachers are 
expected to have training in education by the the Education 
Department. Teachers with professional training tend to have 
better salary and promotion prospect 
Table 4 also shows that the sampled teachers have an 
average of 10.82 years of teaching experience. The standard 
deviation is 7.67. While some of them may be very young in the 
teaching profession, most of them are quite experienced. As for 
their administrative posts, 22.4% of them do not perform 
administrative work but 77.6% of them hold administrative posts 
at school. Principals, in this study, tend to invite 
experienced teachers with administrative posts to fill in the 
questionnaires. Maybe, principals usually have closer contact 
with these teachers. They always hold administrative meetings 
and very often, principals have to delegate administrative work 
to these teachers. 
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Table 4 
General Information of the Teachers 
No. of Teachers 3 8 5 
Sex: Male 47.9% . 
Female 52.1% 
Age: Below 26 2.6 
Between 26 and 30 17.5% 
Between 31 and 35 32.3% 
Between 36 and 40 22.8% 
Between 41 and 45 14.0¾ 
Between 46 and 50 4.5% 
Over 50 6.3% 











College of Education 18.2% 
Post-secondary 14.2¾ 
Bachelor's Degree 56.8% 
Master's Degree 10.3% 
Others 0.3% 
Professional Training: 
No Training 5.8% 
Bachelor's Degree in Education 5.8% 
Certificate in Education 82.6% 
Master's Degree in Education - 5.3% 
Others 0.5% 
Teachers' Teaching Experience (Years): 
Mean 10.82 
Standard Deviation 7.67 
Minimum 2 
Maximum 3 5 
Teachers' Administrative Post: 
Teachers with No Administrative Work 22.4% 
Teachers with Administrative Work 9.7¾ 
Panel Chairmen 38.7% 
Committee Chairmen 23.7% 
Vice-Principals 5.5% 
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4.2 Preliminary Analysis 
A preliminary analysis will be carried out to 
investigate the means and standard deviations of teachers7 self 
concept measures and of principals' transformational leadership 
measures. The correlation between variables of self concept and 
the correlation between variables of transformational leadership 
will also be studied. Lastly, the relationship between 
teachers7 demographic characteristics and self concept and he 
relationship between principals' demographic characteristics, 
school contextual variables and transformational leadership 
measures will be studied. Principal component analysis will 
also be studied. 
4.2.1 Means and Standard Deviations of Teachers' Self Concept 
Measures 
Table 5 shows that the mean scores of- teachers7 self 
concept measures range between 5.10 and 5.67. The conceptual 
mean is 4. The response alternative of "4" is "neither agree nor 
disagree", whereas "5" indicates "slightly agree" and "6" means 
"agree". The standard deviations are small. They range from 
0.527 to 0.644. In other words, the mean scores and standard 
deviations indicate that teachers in this study have high self 
concept in teaching ability, in ability to interact with others, 
in individual appearance and personality and ability in 
administrative work. The general information of the teachers 
reflect that they have an average of ten years' teaching 
experience and mostly hold administrative posts. They probably 
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have quite significant positions in their school. It is likely 
that such teachers have higher self concept of themselves. 
Table 5 . 
Mean Scores and Standard Deviations of the Teachers' Self 
Concept Measures 
Actual Conceptual Standard 
Mean Mean Deviation 
Pedagogical self 5.14 4 0.568 
Social self 5.16 4 0.553 
Personal self 5.67 4 0.527 
Administrative self 5.10 4 0.644 
No. of Cases : 348 
4.2.2 Means and Standard Deviations of Principals' 
Transformational Leadership Measures 
Table 6 shows hat the mean scores of principals' 
transformational leadership measures range between 4.415 and 
4.764. The conceptual mean is 4. The response alternative of "4" 
is "neither agree nor disagree" and "5" means "slightly agree". 
The standard deviations are large. They range from 0.954 to 
1.079. In other words, teachers may slightly agree that they 
perceive their principals as taking the role of transformational 
leaders in the school. 
As the definitions of transformational leadership 
indicate, it is not easy to become a transformational leader. A 
transformational principal is of a very high standard. He/she is 
an excellent leader who motivates followers to perform above and 
beyond expectations. With such a high standard in mind, it is 
likely that respondents tend not to opt for strong responses 
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such as "strongly agree 11 or "agree". 
Table 6 . . 
Mean Scores and Standard Deviations of P r i n c i p a l s 
Transformational Leadership Measures 
Actual Conceptual Standard 
Mean Mean Deviation 
Charisma/Inspiration 4.487 4 1.079 
Intellectual Stimulation 4.415 4 1.190 
Individualized Consideration 4.764 4 0.954 
No. of Cases : 348 
4.2.3 Correlation between Variables of Self Concept 
Table 7 shows the correlation between he various 
dimensions of teachers' self concept. It is clear that all the 
dimensions of teachers' self concept are highly correlated with 
each other at 0.001 level of significance. In other words, 
teachers who perceive themselves as possessing the good personal 
qualities, being pedagogically sound as well as sociable may 
also view themselves as good in school administration. 
The correlation coefficient between social self and 
pedagogical self is the highest (r=0.8080). Teaching involves a 
lot of social interaction with the students. For example, a 
teacher who is good at teaching must be able to motivate 
students' interest, to deal with classroom management and to 
counsel students. Here, social skills are required• Therefore, a 
teacher who has high pedagogical self concept may have 
confidence in social skills and vice versa. 
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Similarly, the correlation coefficient between personal 
self and pedagogical self is high (r=0.7331) and so is that 
between personal self and social self (r=0.6362). For example, a 
person with good personal qualities such as integrity 
initiative, ambition, decisiveness and objectivity will probably 
reflect such qualities in his/her teaching. Also, people will be 
attracted to make friends with such kind of people. Therefore, 
teachers of high personal self probably will have high 
perception of their ability in teaching and in interaction with 
others and vice versa. 
Lastly, the correlation coefficient between 
administrative self and pedagogical self is high (r^=0.7266) and 
so is that between administrative self and social self 
(r=0.6233) and so is that between administrative self and 
personal self (r=0.7063). Very often, teachers who are 
experienced in and good at teaching will be given more 
administrative duties at schools• t is likely that teachers 
with high pedagogical self concept also possess high 
administrative self. Administration involves much social 
interaction with people. A teacher who gets along well with 
his/her colleagues, students and parents probably manages to run 
activities more smoothly. The administrative self is highly 
correlated with the social self. Lastly, a teacher who has good 
personal qualities such as integrity, ambition, objectivity and 
honestly will be entrusted with more administrative work. Such 
good qualities will also be reflected in his/her administrative 
activities. Hence, it is not surprising that there is 
correlation between personal self and administrative self. 
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Interestingly, the administrative self is correlated 
with the other three aspects of teachers' self concept which is 
different from the result of Chan et al"s (1992). In Chan et 
al.'s (1992) study, the administrative self is not correlated 
with the other three aspects of teachers' self concept. The 
difference between secondary and primary schools accounts for 
the difference in results between the present study and Chan et 
al's study. There is much more administrative work in secondary 
schools and the administration system is much more complicated. 
What is more, in Chan et al7s (1992) study, 75% of the sampled 
teachers are ordinary Certificated Masters/ Mistresses without 
administrative duties while in the present study, 77.6% of the 
sampled teachers are teachers with administrative duties. In 
this study, the correlation between administrative self and the 
other three aspects of self concept is clearly reflected because 
most of the sampled teachers hold administrative posts. 
Table 7 
Correlation Coefficients between Teachers' Self Concept Measures 
Pedagogical Social Personal Administrative 
Self Self Self Self 
Pedagogical Self 1.0000 
Social Self 0.8080*** 1.0000 
Personal Self 0.7331*** 0,6362*** 1.0000 
Administrative Self 0.7266*** 0.6233*** 0.7063*** 1.0000 
*** p < 0-001 
No. of cases : 348 
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Since all the four categories of teachers' self concept 
are highly correlated with each other at 0.001 level of 
significance, one may wonder whether these four categories form 
one factor. Therefore the principal component analysis with 
default setting (minimum eigenvalue = l) and eigen plot was 
conducted on the four categories of self concept. The results 
give only one factor containing all the four categories with 
eigenvalue of 2.845. The total variance explained is found to be 
71.1%. The results of principal component analysis are shown as 
in Table 8. The four categories form the construct of teachers7 
self concept. 
Table 8 , ^ . 
Factor Matrix for the Four Categories of Teachers' Self Concept 
Measures • 
Category Factor Loading Communality 
Pedagogical Self 0.9346 0.8734 
Social self 0.8161 • 0.6659 
Personal Self 0.8099 0.6560 
Administrative Self 0>8060 0.6496 
Eigenvalue 2.845 
Pet. of variance 71.1 
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4.2.4 Correlation between Variables of Principals' 
Transformational Leadership 
Table 9 presents the correlations among all the 
transformational leadership measures. All of them highly 
correlate with each other at the significant level of 0.001. 
The correlation coefficient between charisma/inspiration 
and individualized consideration is the highest (r=0.8501). A 
charismatic/inspirational principal is a role model and a symbol 
of success of his/her followers. He/she inspires loyalty and 
devotion, instills pride and faith and commands respect from the 
teachers. In so doing, such a principal has direct and 
influential contact with his/her teachers. As a result, 
individualized consideration is necessary. On the contrary, 
followers will not show respect and loyalty to a leader who does 
not show concern for them. Therefore there is a close link 
between charisma/inspiration and individualized, consideration. 
The correlation coefficient between charisma/inspiration 
and intellectual stimulation is high (r=0.7 245). A 
charismatic/inspirational principal transmits a sense of mission 
to his/her teachers at school, inspires them to see what is 
really important and inspires them to identify with 
himself/herself. Such a leader are not contended with the 
ordinary. He/she is, no doubt, intellectual enough to see beyond 
the ordinary, to solve problems and to think in new ways. As a 
role model, such a principal can arouse his/her teachers to 
think in new perspectives. Therefore, there is a close link 
between charisma/inspiration and intellectual stimulation. 
93 
Lastly, the correlation coefficient between intellectual 
stimulation and individualized consideration is high (r 0.6430). 
A principal who stimulates teachers intellectually may guide 
them and encourage them to observe things from new perspectives 
and to solve problems in new ways. In order to achieve such 
targets, he/she may give them individual guidance and attention. 
He/She may encourage them to attend workshops and seminars, 
encouraging them to elevate their needs for growth and their 
abilities. Here individualized consideration is involved. 
Therefore, there is a close link between intellectual 
stimulation and individualized consideration. 
Since all the three categories of principals' 
transformational leadership are highly correlated at 0.001 level 
of significance, one may wonder whether these three categories 
form one factor. Therefore, the principal component analysis 
with default setting (minimum eigenvalue = 1) and eigen plot was 
conducted on the three categories of transformational 
leadership. The results gave only one factor containing all the 
three categories with eigenvalue of 2.2595. Total variance 
explained is found to be 75.3%. The results of the principal 
component analysis are shown as in Table 10. The results are 
satisfactory and generally support Bass' (1985) and Silins' 
(1992) classifications. The three categories form the construct 
of principals' transformational leadership. 
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Table 9 • 
Correlation Coefficients between Principals Transformational 
Leadership Measures 
Charisma/ Intellectual Individualized 
Inspiration Stimulation Consideration 
Charisma/Inspiration 1.0000 
Intellectual 0.7245*** 1.0000 
Stimulation 
Individualized 0.8501*** 0.6430*** 1.0000 
Consideration 
*** p < 0.001 
No. of cases : 348 
Table 10 . : _ .
 n , 
Factor Matrix for the Three Categories of Perceived Principals 
Transformational Leadership Measures 
Factor Loading Communality 
Charisma/Inspiration 0.9767 0.9539 
Intellectual 0.8666 0.5546 
Stimulation 
Individualized 0.7447 0:7509 
Consideration 
Eigenvalue 2.2595 
Pet. of variance 75.3 
4.2.5 Teachers' Demographic Characteristics and Self Concept 
To investigate. the correlation between teachers' self 
concept and some of the teachers' continuous demographic 
characteristics such as age, teaching experience and 
administrative experience, Pearson correlation was conducted. 
The results shown in Table 11 are to be followed by discussions. 
For the teachers' categorical demographic variables such as sex, 
marital status, religion, qualification and administrative post, 
ANOVA was employed to investigate the differences of teachers' 
self concept among groups. The results are shown in Tables 12A 
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to 12E. The relationship will be discussed in the following 
sections. 
Table 11 shows that teachers' age, teaching experience 
and administrative experience are positively and significantly 
correlated with all the teachers' self concept. The correlation 
coefficients reach a significant level of either 0.05, 0.01 or 
0.001. 
The correlation coefficient is the highest between 
teachers' administrative experience and administrative self (r= 
0.3134). The more administrative experience a teacher gains, the 
more confidence he/she has in handling administrative duties. 
The more experienced a teacher is in administration, the more 
confidence he/she has in his/her teaching, social interaction 
and personal qualities. In the school setting, teachers whom the 
principal and colleagues regard as capable, sociable and 
experienced will be entrusted with administrative duties. To be 
entrusted with administrative duties is often the criterion for 
promo ion. Therefore, a strong relationship exists between 
teachers' administrative experience and the four measures of 
teachers' self concept. 
Furthermore, teachers' age and teachers' teaching 
experience are interrelated. When a teacher gets older, usually 
he/she has been in the teaching field for a longer time. The 
older a teacher is, and the more teaching experience he/she 
gains, he/she is more confident in teaching; he/she has more 
contact with people and masters better in interpersonal 
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relationship; he/she may become more mature and have more 
personal growth. Therefore/ there is strong relationship between 
teachers' age, teachers' teaching experience and he four 
dimensions of self concept. 
Table 11 
Correlation Coefficients between Teachers' Demographic 
Characteristics and Self Concept Measures 
Teachers' Teachers' Teachers7 
Age Teaching Administrative 
— Experience Experience 
Pedagogical Self 0.1425** 0.1489** 0.2413*** 
social Self 0.1102* 0.1169* 0.1394** 
Personal Self 0.1834*** 0.1607** 0.2070*** 
Administrative Self 0.2141*** 0.2164*** 0.3134*** 
* p < 0.05 ** p < 0.01 *** p < 0.001 
No. of cases = 350 
As for teachers' categorical demographic 
characteristics
 f ANOVA was applied to find out whether there is 
significant difference in teachers' self concept between groups 
of teachers who differ in sex, marital status, religion, 
qualification and administrative post. For the sake of 
convenience, bivariate variables were applied. Sex is recoded 
as 1 for male, 2 for female; marital status as 1 for married, 2 
for single; religion as 1 for no religion, 2 for with religion; 
qualification as 1 for non-degree, 2 for degree; administrative 
post as 1 for non-administrative, 2 for administrative. The 
results are indicated in Tables 12A to 12E. There is no 
significant difference among groups for teachers' in sex, 
religion and qualification. However, there is significant 
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J difference in teachers' pedagogical self and personal self 
I between married and single teachers. Married teachers end to 
I have higher pedagogical, personal and administrative self 
I concept. Moreover, teachers with administrative post obviously . 
I have higher pedagogical/ personal and administrative self 
I concept. The results coincide with those reflected by teachers 
I with a d m i n i s t r a t i v e experience indicated in Table 11. The 
results have been explained in he previous section. 
Table X2A 
Mean Scores and F-values of Teachers' Sex and Self Concept 
Measures 
Sex Pedagogical Social Personal Administrative Total 
Self Self Self Self 
Male 5.19 5.14 5.68 5.15 166 
Female 5.09 5.16 5.65 5.05 1 8 4 
F-value 2.70 0-124 2.31 2.15 3 5 0 
Table 12B 
Mean Scores and F-values of Teachers' Marital Status and Self 
Concept Measures 
Marital Pedagogical Social Personal Administrative Total 
Status Self Self Self Self ^ 
Married 5.19 5,17 5.70 ^.17 231 
Single 5 • 01 5.12 5.58 4.93 1 3 
F-value 7.54** 0.714 4.22* 10.29** 344 




Mean Scores and F-values of Teachers' Religion and Self Concept 
Measures 
Religion Pedagogical Social Personal Administrative Total. 
Self Self Self Self 
No religion 5.11 5.10 5.65 5.10 
With Religion 5.15 5.19 5.68 5.05 209 
F-value 0.602 2.33 0.272 0.026 350 
Table 12D 
Mean Scores and F-values of Teachers' Qualification and Self 
Concept Measures
 ; 
Qualification Pedagogical Social Personal Administrative Total 
Self Self Self Self 
Non-degree 5.13 5.21 5.59 ^.04 111 
Degree 5.14 5.13 5.70 5.12 239 
F-value 0.020 1.648 3.320 1.010 350 
Sea^ Scores and F-values of Teachers' Administrative Post and 
Self Concept Measures 
Administrative Pedagogical Social Personal Administrative Total 
Post - Self Self Self Self 
Non-admin- 4.94 5.11 5.55 ^.79 78 
istrative ^
 K n Q 
Administrative 5.19 5.17 5,70 5.18 272 
F. v a l u e 12.62*** 0.628 4.62* 23.46*** 350 
* p < 0.05 ** p < 0.01 P < 0.001 
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4.2.6 Principals' Demographic Characteristics, School Contextual 
Variables and Transformational Leadership 
Principals' demographic characteristics, school 
contextual variables and perceived transformational leadership 
measures were studied at the school level. Altogether, there 
are 25 sampled schools. To investigate the correlation between 
principals' transformational leadership and some of principals' 
continuous demographic characteristics such as age, working 
experience and administrative experience, Pearson correlation 
was conducted. The results shown in Table 13 are to be followed 
by discussions. For the principals' categorical demographic 
variables such as sex, marital statusf religion, qualification 
and professional training, ANOVA was applied to investigate the 
differences of principals' transformational leadership among 
groups. The results are indicated in Tables 14A to 14E. For 
school contextual variables, Pearson correlation was applied in 
Table 15A and ANOVA was employed in Table lSB.The relationship 
will be discussed in the following sessions. 
Table 13 reflects that principals' working experience 
and administrative experience are not significantly correlated 
with principals' transformational leadership. Principals' age is 
positively correlated with principals' charisma/inspiration at a 




Correlation Coefficients between the Principals' Demographic 
Characteristics and Principals' Transformational Leadership 
Measures 
Principals' Principals' Principals'. 
Age Working Administrative 
Experience Experience 
Charisma/lnspiration 0.3635* 0.2938 0.2227 
Intellectual 0.0801 0.0592 0.0594 
Stimulation 
Individualized 0.2999 0.2444 0.2468 
Consideration 
* p < 0.05 ** p < 0.01 *** p < 0.001 
No. of cases = 25 
With regard to principals7 categorical demographic 
variables, ANOVA was employed to find out whether there is a 
s i g n i f i c a n t d i f f e r e n c e in p r i n c i p a l s ' t r a n s f o r m a t i o n a l 
leadership between different groups which differ in sex, marital 
status, religion, qualification and professional training. For 
the sake of convenience, bivariate variables were applied. Sex 
is recoded as 1 for male, 2 for female; marital status as 1 for 
married, 2 for single; religion as 1 for no religion, 2 for with 
religion? qualification as 1 for Bachelor's degree, 2 for 
postgraduate degree; professional training as 1 for Certificate — 
in Education, 2 for Postgraduate Degree in Education. The 
results are indicated in Tables 14A to 14E. There is no 
significant difference among groups which differ in sex' marital 
status and religion. However, Table 14D shows that there is 
significant difference in principals' intellectual stimulation 
and i n d i v i d u a l i z e d consideration between groups possessing 
Bachelor's degree and those possessing Master's or Doctoral 
degrees. Postgraduate degree holders score high in intellectual 
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stimulation and individualized consideration. The correlation 
is especially high in the dimension of intellectual 
stimulation. It is at the significant level of 0.001. . 
Also, Table 14E shows that principals possessing 
postgraduate degree in education score higher in intellectual 
stimulation in education. 
Table 14A , _ .. 
Mean Scores and F-values of Principals' Sex and Transformational 
Leadership Measures 
Sex Charisma/ Intellectual individualized Total 
“ “ Inspiration Stimulation Consideration 
Male 4.51 4.47 4.73 17 
Female 4.54 4.42 5.00 
F-value 0.010 0.048 1.436 25 
Mean6 Scores and F-values of Principals' Marital Status and 
Transformational Leadership Measures 
Marital Charisma/ Intellectual Individualized Total 
Status inspiration Stimulation Consideration 
Married 4.54 4.48 4 82 
Single 4.38 4. 2 5 ^ 
F-value 0.196 0.448 0.000 25 
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Table 14C .. 
Mean Scores and F-values of Principals' Religion ana 
Transformational Leadership Measures 
Religion Charisma/ Intellectual Individualized Total 
Inspiration Stimulation Consideration • 
No religion 4.37 4.27 4.70 2 
With Religion 4.53 4.47 4.83 2 3 
F-value 0.142 0.224 0.105 25 
Tabl© 14D 
Mean Scores and F-values of Principals' Qualification and 
Transformational Leadership Measures 
Qualification Charisma/ Intellectual Individual:^ zed Total 
Inspiration Stimulation Consideration 
Bachelor's 4.29 4.05 4.57 11 
Degree _ . 
Postgraduate 4.70 4.77 5 - 0 1 
Degree • 
F-value 3.366 11.53*** 5.358* 25 
* p < 0.05 ** p < 0.01 *** P < 0.001 
S2n e Scores and F-values of Principals' Professional Training 
and Transformational Leadership Measures 
Professional Charisma/ Intellectual Individualized Total 
Training Inspiration Stimulation Consideration 
Certificate 4.42 ^.21 4- 6 9 1 3 
in Education
 n ? 
Postgraduate 4.62 4- 7 1 4' 9 6 1 2 
Degree in 
Education 
i n 7iR 5.994* 1.700 25 F-value °- 7 1 b
* p < 0.05 ** p < 0.01 *** P < 0-001 
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With regard to school contextual variables (school age 
and school religion), Pearson correlation was used to 
investigate the relationship between school age and principals' 
transformational leadership. The results are shown in Table 15A. 
There is no significant correlation between them. ANOVA was 
employed to investigate whether there is a significant 
difference in principals' transformational leadership between 
non-religious (code = 1) and religious (code = 2) schools. The 
results are shown in Table 15B. There is no significant 
difference between the two groups. 
Table 15A 
Correlation Coefficients between School Age and Principals' 
Transformational Leadership Measures 
School Age 
Charisma/Inspiration -0.0632. 
ntellectual Stimulation -0.1732 
Individualized Consideration -0.0728 
* p < 0.05 ** p < 0.01 *** p < 0.001 
No. of cases = 25 
•Table 15B 
Mean Scores and F-values of School Religion and Transformational 
Leadership Measures 
School Charisma/ Intellectual Individualized Total 
Religion Inspiration Stimulation Consideration 
No religion 4.38 4.35. ^.62 4 
With Religion 4,55 4^47 4. 8 6 2 1 
F-value 0.285 0.142 0.717 25 
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4.3 Main Analysis 
In the main analysis, the relationship of teachers' self 
concept to principals' transformational leadership will be 
investigated. Firstly, Pearson correlation will be applied to 
study the correlation between principals' transformational 
leadership measures and teachers' self concept measures. The 
findings will then be discussed. Secondly, stepwise multiple 
regression will be used to find out the relationship of 
teachers' self concept to teachers' demographic characteristics 
and principals' transformational leadership. The findings will 
be discussed in details. 
4.3.1 correlation between Principals' Transformational 
Leadership Measures and Teachers' Self Concept Measures 
Table 16 presents the Pearson correlation coefficients 
between transformational leadership measures and teachers' self 
concept measures. Significant positive correlations are found. 
All the transformational leadership measures are correlated 
significantly with those of teachers' self concept at a level of 
0.001. The findings in this study give support that if 
principals inspire enthusiasm in teachers and transmit a sense 
of mission to them, if they provide intellectual guidance to 
teachers and if they are concerned with elevating teachers' 
needs and abilities to higher levels, teachers tend to have 
perception of their own teaching ability, ability to interact 
with others, their personal qualities and their ability in 
administrative work. 
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Charismatic principals inspire enthusiasm and devotion 
in their teachers. They transmit a sense of mission and vision 
to them. Teachers' main duty is their classroom teaching. 
Teachers, when inspired by their principals, will inevitably 
reflect their loyalty and devotion in their teaching 
performance. Teachers who are devoted to their teaching probably 
will have confidence in their own teaching ability. Therefore, 
principals' charisma/inspiration is closely related to teachers' 
pedagogical self concept. 
Followers place a great deal of trust and confidence in 
charismatic leaders. Such leaders are perceived as role models. 
They usually have good personal qualities such as integrity 
objectivity and decisiveness for others to emulate. Teachers 
identifying with their principals will behave likewise. They 
will be confident of their personal qualities. Therefore, 
principals' charisma/inspiration is also closely related to 
teachers' personal self concept. 
individualized consideration refers to the leader's 
concern for their followers as individuals. The leader responds 
to individual differences in followers' needs for growth and 
development, elevating their needs and abilities to higher 
levels. Such individualized consideration is reflected in the 
interaction between the principal and his/her teachers. Teachers 
w ho regard their principals as role models will display 
individualized consideration to others. This will strengthen 
their ability to interact with other people. Therefore, there is 
s t r o n g correlation between principals/ individualized 
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consideration and teachers/ social self concept. 
When dealing with administrative work, the social 
element is strong. Administrators have to get things done 
through people. Leaders showing strong individualized 
consideration may handle administrative work more effectively 
because they have good relationship with their followers. 
Teachers inspired by their considerate principals also become 
considerate to their colleagues. Likewise, because of their 
individualized consideration for others, they can handle 
administrative work more smoothly. Thus, they'll have good 
perception of their administrative work in school. 
On the whole, the positive and significant correlation 
of all the factors indicate that in schools when 
transformational principals share school mission to teachers and 
elevate teachers' needs and abilities to a higher level, 
teachers may have a better perception of • their personal 
qualities, interaction ability with others, teaching ability and 
administrative ability. 
— —
 i s interesting to note that comparatively 
intellectual stimulation is. not so strongly correlated with 
teachers' self concept as the other two components of 
transformational leadership. It may be due to the fact that most 
of these teachers are middle-aged and have an average teaching 
experience of 10 years. They tend to have their own ideas. They 
are used to their own ways of doing things. It is not so easy to 
change them and stimulate them to see things from a new way. 
Although they may be willing to be inspired, to be devoted and 
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to grow for self-actualization, they prefer to do things in 
their own ways. 
It seems that when the controlled variables are taken 
into consideration, it may give us a better picture of the 
relationship between principals' transformational leadership and 
teachers' self concept. This will be explained in details in the 
following section. 
Table 16 . , ,. 
Correlation between Principals' Transformational Leadership 
Measures and Teachers7 Self Concept Measures — 
Pedagogical Social Personal Administrative 
Self Self Self Self 
Charisma/ 0.3769*** 0.3907*** 0.3217*** 0.3256*** 
Inspiration ^ 
Intellectual 0.2857*** 0.2973*** 0.2288*** 0.2288*** 
Stimulation ^ 
individualized 0‘ 3706*** 0•4009*** 0•2743*** 0•3259*** 
Consideration 
*** p < 0.001 
No. of cases : 348 
4.3.2 Relationship of Teachers' Self Concept to Teachers' 
Demographic Characteristics and Principals' 
Transformational Leadership 
In order to find out the individual and collective 
contribution of the principals' transformational leadership 
factors and teachers, demographic variables, such as teachers' 
age, sex, teaching experience, administrative experience, 
administrative post (which is categorized as administrative and 
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non-administrative) and qualification (which is categorized as 
degree and non-degree) to the prediction of teachers' self 
concept, stepwise multiple regression was used and the findings 
were summarized in Table 17. 
n Table 17, it is seen that charisma/inspiration is an 
important transformational leadership factor that can account 
for the variance of pedagogical self and personal self. In the 
regression equation charisma/inspiration is a predictor that has 
significant predicting power at a level of 0.001. The variance 
accounted for pedagogical self is 13.9%. As mentioned above, a 
charismatic principal who arouses devotion from teachers and 
gives teachers a sense of mission obviously enhances teachers' 
motivation in their performance. As teachers' main duty is 
teaching, teachers who are highly motivated to teach well will 
undoubtedly have high self concept of their own teaching 
ability. 
Teachers' administrative experience is also the other 
predictor of pedagogical self that gives an additional 2.82% of 
variance. As mentioned above, very often, experienced teachers 
will be entrusted with administrative duties in Hong Kong 
secondary schools. Teachers with administrative experience are 
usually very experienced teachers. They may probably be 
confident of their teaching ability. 
For the variable of social self, it is found that 
individualized consideration is the only predictor to social 
self. The variance accounted for is 16.39%. Individualized 
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consideration is a social component. It denotes a social concern 
for the individual. The principal, being a significant figure of 
the teacher, acts as a role model. For example, if the principal 
cares for all teachers in the school, including the neglected 
ones, teachers will do likewise. Teachers will show concern for 
his/her colleagues, students as well as parents• In so doing, 
teacher will be competent in their social skills. Therefore, 
they tend to have higher perception of their ability to interact 
with other people. 
With regard to the variable of personal self, 
charisma/inspiration of transformational leadership is a strong 
predictor of personal self. The corresponding variance accounted 
for is 10.56%. A charismatic leader gains the respect and trust 
of his/her followers. He/she is a model, and a symbol of 
success. He/she is positive in attitude and inspiring. Such good 
personal qualities will directly be imitated by followers who 
have high regard of the leader. Teachers who do likewise will 
have good perception of their own personal qualities. 
Teachers' age is also the other predictor of personal 
self that gives an additional 2.51% of variance. Maybe, when a 
teacher grows older, he/she gains more experience in life and 
becomes more mature in attitude. These may have impact on 
his/her personal qualities. For example, he teacher may become 
more resourceful, make better decisions, and become more 
objective. 
Lastly, for the variable of administrative self, 
individualized consideration, teachers' administrative 
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experience, teachers' age and teachers‘ administrative post are 
its strong predictors. The variances accounted for are 10.77%, 
6.15%, 1.42% and 1.62% respectively. . 
Administration inevitably includes a social element. 
Administrators get things done through people. A considerate 
leader will encourage his/her followers to achieve goals in 
spite of difficulties. He/she will consider the needs of the 
followers and elevate their needs and abilities to higher 
levels. Teachers who emulate considerate principal will show 
consideration to others when carrying out their administrative 
duties. In so doing, they will be accepted by their colleagues 
and can do the administrative work smoothly. They will have high 
self concept of their administrative abilities. 
Likewise, teachers of older age gain more experience in 
the school operation. They will have more chances of doing 
administrative work. Also they are more mature and can handle 
administrative duties more competently. When teachers are 
experienced in administrative duties and are at the 
administrative post, they will, no doubt, be confident of their 
administrative abilities. Therefore, teachers' administrative 
experience, age and administrative post can contribute to 
teachers7 administrative self concept. 
Ill 
Table 17 
Stepwise Multiple Regression Showing Contribution of Principals' 
Transformational Leadership Measures and Teachers' Demographic 
Characteristics to Teachers' Self Concept Measures 
Step Multiple Increase 
Beta R R2 in R^ T-values • 
Pedagogical Self 
1 Charisma/ 0.3402 0.3728 0.1390 0.1390 6.915*** 
Inspiration 
2 Teachers' 0.1710 0.4089 0.1672 0.0282 3.475*** 
Administrative 
Experience 
Equation Statistics F 35.83*** 
df = 2, 357 
R2 = 0.1672 
Social Self 
1 Individualized 0.4049 0,4049 0.1639 0.1639 8.402*** 
Consideration — — ~ “ 
Equation Statistics F == 70.59*** 
dg = 1, 360 
R2 = 0.1639 
Personal Self 
1 Charisma/ 0.3134 0.3249 0.1056 0.1056 6.378*** 
Inspiration 
2 Teachers' Age 0.1588 0.3614 0.1306 0.0251 3.231** 
Equation Statistics F = 27.20*** 
df = 2, 362 
R2 = 0.1306 
Administrative Self 
1 individualized 0.2861 0.3282 0.10770.1077 5.873*** 
Consideration 
2 Teachers' 0.1475 0.4114 0.1692 0.0615 2.605** 
Administrative 
Experience 
3 Teachers' Age 0.1354 0.4283 0.1834 0.0142 2.660** 
4 Teachers' Post 0.1412 0.4468 0-1996 0.0162 2.653** 
Equation Statistics F 21.64*** 
df = 4, 347 
R2 = 0.1996 
** p < 0.01 *** p < 0.001 
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CHAPTER V 
CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 
5.1 Conclusions 
This study is intended to investigate the relationship 
between perceived principals' transformational leadership and 
teachers' self concept. 
The conceptualization of leadership and self concept is 
built upon Bass' (1985) model and Chan et al's (1992) model. The 
demographic variables are employed as controlled variables of 
teachers' self concept. 
In this study, 25 schools and 385 teachers were 
involved. Of the 25 principals in the sample, 60% of them are 
of the age between 41 and 50. 88% of them are married and 68% 
are male. 68% of them are Protestant. According to principals' 
qualification, 56% of them have a postgraduate d e g r e e and 
according to principals' professional training 48% have a 
postgraduate degree in education. Their average experience as 
principals is 10.28 years. Among the 385 teachers, 52.1% of them 
are female and 55.1% of them are between the age of 31 and 40. 
66.7¾ are married. 48.8% of them are Protestant and 40.2% of 
them do not have religion. 67.1% of the teachers have the 
Bachelor's or Master's degree or 93.7% are professionally 
trained. The average teaching experience is 10.82 years and 
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77.6% of them have administrative duties at school. 
In the preliminary analysis, the mean scores and 
standard deviations of teachers' self concept reflect that 
teachers, in general, have high self concept. As for the mean 
scores and standard deviations of principals7 transformational 
leadership, teachers7 response alternative is above the 
conceptual mean. 
The correlation coefficients between teachers7 self 
concept measures indicate that all these measures are highly 
correlated with each other at 0.001 level of significance. The 
correlation coefficients between transformational leadership 
measures show that these measures highly correlate with each 
other at the significant level of 0.001. 
The principal component analysis reflects that there may 
be one factor underlying all the four variables of teachers' 
self concept. The principal component analysis also shows that 
there may be one factor underlying all the three variables of 
principals' transformational leadership. 
As for teachers7 demographic characteristics and self 
concept, teachers' age, eaGhing experience and administrative 
experience are positively and significantly correlated with all 
the teachers' self concept measures. The married teachers tend 
to have higher pedagogical, personal and administrative self 
concept and teachers with administrative posts have higher 
pedagogical, personal and administrative self concept. 
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Concerning principals' demographic characteristics and 
transformational leadership, principals' age is correlated with 
principals' charisma/inspiration. Moreover, principals with 
postgraduate degrees tend to have higher degree of intellectual 
stimulation and individualized consideration. Principals with 
postgraduate degrees in education tend to have higher degree of 
intellectual stimulation. School age, and school religion are 
not correlated with principals' transformational leadership. 
In the main analysis, the findings in Pearson 
correlation show that all the transformational leadership 
measures are positively correlated with the measures of 
teachers' self concept at a significant level of 0.001. The 
findings in stepwise regression reveal that charisma/inspiration 
and teachers' administrative experience are predictors of 
teachers' pedagogical self. Charisma/Inspiration and teachers7 
age are predictors of teachers' personal self. Individualized 
consideration is the only one predictor of teachers' social 
self. Individualized consideration, teachers' administrative 
experience, teachers' age and teachers' post are predictors of 
teachers' administrative self. The findings reflect the 
significant contribution of charisma/inspiration and 
individualized consideration o teachers' self concept. However, 
it is a bit surprising that intellectual stimulation does not 
appear in the regression equation. 
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5.2 Implications 
Based on the above findings, the following implications 
are proposed for further research and study. . 
(1) in this study/ 77.6% of the sampled teachers are with 
administrative posts at school. It is likely that such 
teachers are well accepted by the principals. Very often, 
teachers who are appreciated by their principals will be 
entrusted with greater responsibilities. Also, probably the 
principals have more contact with such teachers as they may 
attend administrative meetings together. Principals have to 
delegate duties to such teachers and teachers have to report 
their progress to the principals. Therefore, the influence 
of the principal on such teachers is more direct. Therefore, 
the findings in this study shows that there is significant 
correlation between principals' transformational leadership 
and teachers' self concept. But, in tlie future study, 
research can be conducted among teachers who do not hold 
administrative posts. Whether they will be similarly 
influenced by transformational principals is to be 
investigated. 
(2) This study shows that married teachers have higher 
pedagogical, personal and administrative self concept. But, 
there is no significant difference in social self concept 
between married and single teachers. Generally, people when 
married may have adjustment in social life. But does this 
change also exist in the school setting Further research 
may be conducted to investigate into this area» 
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(3) This study also shows that teachers with administrative 
posts have better pedagogical, personal and administrative 
self concept. However, it is strange that there is no 
significant difference in social self concept between 
teachers with and without administrative posts. 
Administration very often involves social interaction. 
Teachers with administrative posts usually have much contact 
with colleagues , students and parents. For example , the 
chairman of Extra-curricular Activities Committee often have 
to organize and promote activities with a lot of students. 
Why is there no significant difference between the two 
groups of administrative and non-administrative teachers 
Further research in this area is needed. 
(4) in this study, he actual mean of perceived principals' 
transformational leadership measures is just slightly above 
the conceptual mean. In other words, teachers do not 
strongly perceive their principals as transformational 
leaders. Maybe , t r a n s f ormational leadership is a new 
paradigm. Maybe, people are more used to the traditional 
transactional type of leadership. However, further research 
is necessary to investigate into this area. Greater effort 




.. . . , . . .. . . • 
Based on the above findings and implications, the 
following recommendations are proposed : . 
(1) It is an encouraging phenomenon that 56% of sampled 
principals possess a postgraduate degree and 48% of them 
possess a postgraduate degree in education. It is also a 
good sign that 93.7% of sampled teachers are professionally 
trained. These phenomena may suggest a good trend in the 
educational profession in Hong Kong, which is the result of 
the encouragement and advocation of the Education Department 
for professional development in recent years. For further 
development in quality education in Hong Kong, more and more 
emphasis should be put on the professional development of 
teachers and principals. 
(2) In this study, teachers' age, teaching experience and 
administrative experience are positively and significantly 
related to all dimensions of teachers' self concept. As 
mentioned in earlier chapters teachers with high self 
concept have a good impact on students and school 
educational outcomes (Ashton & Wobbf 1986? Chan e al., 
1992? Friedman & Farber, 1992; Thomson & Handley, 1990; Wolf 
& Schultz, 1981 )• Therefore, such experienced teachers 
should be attracted to stay in the profession. However, in 
recent years because of the political instability, there is 
a great turnover rate especially among experienced graduate 
teachers (Teacher Survey, 1993) . To maintain the good 
quality in education, something should be done to encourage 
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experienced teachers to continue their contribution in the 
educational field. 
(3) The study also shows that principals' age is related to 
principals' charisma/inspiration. As transformational 
leaders have a great impact on school excellence (Bass, 
1985? Bass & Avolio, 1992; Burns, 1978; Hater & Bass, 1988; 
Silins, 1993; Yammarino & Bass, 1989), mature principals 
should be encouraged to stay in the profession. Similarly, 
in recent years, the turnover rate of such principals is 
great because of political inability in Hong Kong. Greater 
effort is needed to encourage them to continue in their 
service. 
(4) Results in this study match with those in other studies 
(Bass & Avolio, 1989? Bass & Avolio, 1992; Bass e at, 1987; 
Crookall, 1989; Hater & B ss, 1988; Howell & Avolio, 1988; 
Pile, 1988? Silins, 1 9 9 3 ? Singer & Singer, 1989). The 
findings of past researches on transformational leadership 
suggested that transformational leadership is preferred by 
subordinates. It may have significant direct influence on 
followers. The falling dominoes effects of transformational 
leaders on their followers are obvious. Leaders can become 
transformational ones through training. In this study, the 
findings support that principals' transformational 
leadership may have significant correlation with teachers' 
self concept. As mentioned and discussed in earlier 
chapters, principals' transformational leadership and 
teachers' self concept play a vital role in he quality of 
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education in schools. Therefore, if the two constructs 
(transformational leadership and self concept) are 
correlated, more advocation, more research, more training 
and retraining should be carried out to promote 
principals' transformational leadership. 
(5) When considering the quality of education and encouraging 
school improvement in Hong Kong, the Education Department, 
training institutions and school administrators should not 
be contented with transactional leadership. They should 
encourage transformational leadership among school 
principals. The concept of transformational leadership 
should be promoted in practice and more research should be 
made in this area. 
(6) As Bass and Avolio (1992) advocated, to obtain more effective 
transformational leaders, training should be provided early 
in their careers and retraining should be provided at later 
career stages. The findings of the present study also show 
that principals' qualifications have significant correlation 
with the the the principals' intellectual stimulation and 
individualized consideration. The correlation is 
especially strong with regards to intellectual stimulation, 
principals with a postgraduate degree in education also have 
higher scores of intellectual stimulation. Therefore, the 
Education Department should join hand in hand with he 
Institute of Education and the School of Education of the 
universities to provide training and retraining courses. The 
stepwise regression in Table 7 indicates that 
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charisma/inspiration and individualized consideration are 
two dominating measures in transformational leadership. 
Therefore, in the training and retraining courses, greater 
emphasis should be put on these two measures to yield 
good outcomes. 
(7) The impact of transformational leadership may give insight 
to the recruitment of new principals. New principals should 
not be recruited merely on the consideration of their 
technical aspect of school management. Principals' attitude, 
their devotion, their sense of mission and vision, their 
creative intellectual stimulation and their consideration 
for their followers as individuals are strong driving 
forces. Principals' ability to empower and convert followers 
matters grea ly. Principals should also be conscious to 
improve themselves likewise in order to have great influence 
on the school and the teachers. 
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APPENDIX A : Summary of Cronbach alpha and validity for the 
instruments (Silins, 1992 Chan et al., 1992) 
Instrument Source No. of No. of Cronbach Validity 




Charisma/ Silins 13 5 0.92 Tested 
inspiration (1992) 
Intellectual Silins 3 5 0.85 Tested 
stimulation (1992) 




Pedagogical Chan et al. 20 5 0.8739 Tested 
(1992) 
Social Chan et al. 14 5 0.8805 Tested 
(1992) ‘ 
Personal Chan et al, 16 5 0.8881 Tested 
(1992) . 
Administra- Chan et al. 14 5 0.8927 Tested 
tive (1992) 
Note NA = Not Available , 
Tested = Tested and validated in previous studies 
* Unless otherwise specified, the estimated reliability are 
those reported by the source. 
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APPENDIX B : Instruments Used in the Main Study 




1•性別：（1)男 X2)女 1. 1 2 
2.年龄： 
(1) 21 至25歲（2) 26至30歲（3) 31 至35歲 2. 1 2 3 
(4) 36至40歲（5) 41 至45歲（6) 46至50歲 4 5 6 
(7) 51至55歳 (8) 56歲或以上 7 8 
3.婚姻狀況：(1)已婚 （2)未婚 （3)其他 3. 1 2 3 
4.宗教信仰：（1)無 佛教 （3)夭主教 4. 1 2 3 
(4)基督教（5)回教 （6)道教 4 5 6 
(7)其他（請註明） 7 
5.學歷： （1)師範 （2)大專 （3)認可學士學位 5. 1 2 3 
(4)碩士 （5)博士 ⑴）其他（請註明） 4 5 
6 
6.工作經驗： 
(1)教學®年數 6. 1 年 
(2)行政工作總年数（如副校長，教務，訓育等） 2 _ _ 年 
(3)任現校職位總年数 -3 年 
7.教育專業訓練： 




(1)無 （2)佛教 （3)天主教 8. 1 2 3 




Teachers' Demographic Information 
請填上答案或圃出代表答案的數字，若有需要，可選擇一個或以上的答案。 
答案 
1.性別：（1)男 （2)女 1. 1 2 
2.年舲： 
(1) 21 至25歲（2) 26至30歲（3) 31 至35歳 2. 1 2 3 
(4) 36至40歲 （5) 41 至45歲（6) 46至50歳 4 5 6 
(7) 51歲或以上 7 
3.婚姻狀況：（1)已婚 （2)未婚 （3)苒他 3. 1 2 3 
4.宗教信仰：（1)無 佛教 （3)天主教 4. 1 2 3 
(4)基督教（5)回教 （6)道教 4 5 6 
(7)其他（請註明） 7 
5.學歴： （1)師範 （2)大專（3)認可學士學位 5. 1 2 3 
(4)碩士 （5)博士 其他（請註明） 4 5 
6 
6.教育專業訓練： 
(1)未受師資訓練 （2)教育文憑 6. 1 2 3 4 
(3)教育學士 (4)教育碩士 5 
(5)其他（請註明） 
7.工作經驗： 
(1)教學總年數 1 年 
(2)行政工作總年數 2 年 
(3)在現校教學總年數 3 年 
8.職位： 
(1)教師（不兼行政工作） 8. 1 2 3 






(1) C M (2) A M (3) S A M (4) P A H 9. 1 2 3 4 
(5) G M (6) S G M (7) P G M (Vice-principal) 5 6 7 
(8)其他（請註明） 8 
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1.他/她讚許在教學工作上有良好表現的老師. 1 1 2 3 4 5 6 7 
2.他/她使我們有信心在任何情祝下仍可達到目標. 2 1 2 3 4 5 6 7 
3.他/¾使我覺得自己像個領袖. S 1 2 3 4 5 6 7 
4.他/她使我為了學校的好處而忘卻了個人的利益. 4 1 2 3 4 5 6 7 
5.他/她幫助我爭取我的需求. 5 1 2 3 4 5.8 7 
6.他/她欣賞我的出色表現. 6 1 2 3 4 5 6 7 
7.他/她得到每一個人的尊敬. 7 1 2 3 4 5 6 7 
8.他/她能關懷學校中受冷落的老師. 9 1 2 3 4 5 6 7 
'9.他/她是我的模範： 9 1 2 3 4 5 6 7 
10.他/她是我心目中成功的象徵. 10 1 2 3 4 5 6 7 
1.他/她指導我們用新方法去觀察事物. 11 1 2 3 4 5 6 7 
12.他Z她有能力與判斷力去克服困難. 12 1 2 3 4 5 6 7 
13.他/她令我工作自豪. 13. 1 2 3 4 5 6 7 
14.他/她對我很有影響力. ： 14 1 2 3 4 5 6 7 
15.他/她鼓勵我用新方法去思索舊問題. 15 1 2 3 4 5 6 7 
16.他/她令我對他絕對信任. 1 16 1 2.3 4 5 6 7 
17.他/她能個别關注及指導. 17 1 2 3 4 "5 6 7 
18.他/她能令人忠誠工作. IB 1 2 3 4 5 6 7 
19.他/她能增加我對將來的樂觀. 1 2 3 4 5 6 7 
20.他/她能引起我關注真正重要的事務. 20 1 2 3 4 5 6 7 
21.(也/她給與我們整體目標. 21 1 2 3 4-5 6 7 
2.他/她能感染我有一種使命感. 22 1 2 3 4 5 6 7 
23.他/她作我們行為-的準則. 23 1 2 3 4 5 6 7 
24.他./她鼓勵教師參加訓練課’程，研習班等， 24 1 2 3 4 5 6 7 
藉从發展教師的專業知識和教學技巧.. 
Corresponding Questions of the Transformational Leadership Measures 
Quest ions Number 
Charisma/Inspiration 3, . 4, 7, 9, 10 
12， 13, 14’ 16， 18 
19, 20， 21， 22， 23 
Intellectual Stimulation 11» 15 
Individualized Consideration 1, 2， 5, 6， 8 、 
； 17, 24 
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Teachers' Self Concept 
^ 以下是你的個人意見，請把你認為適當的答案數字圏出來。 
答 案 
非常同意 同 意 略同意 兩者皆5 略不同意 不同意 極不 意 
1.我對教學工作經常感到滿意• 1 1 2 3 4 5 6 7 
2.我能影響同事的教育觀點. 2 1 2 3 4 5 6 7 
3.我滿意我的教學質素• 3 1 2 3 4 5 6 7 
4.我滿意我的教學熱誠. 4 1 2 3 4 5 6 7 
5.我能引起學生的學習動機• 5 1 2 3 4 5 6 7 
6.我能影響學生家長在學習上教導子女的方法. 6 1 2 3 4 5 6 7 
7.我能與學生家長分享教育的觀點. 7 1 2 3 4 5 6 7 
8.我能控制學生上課時的秩序. 8 1 2 3 4 5 6 7 
9.我能與其他同事分享教學經驗. 9 1 2 3 4 5 6 7 
10.我能照顧學生的身心發展. 10 1 2 3 4 5 6 7 
1.當學生遇到個人問題時，他畲找我傾訴. 11 1 2 3 4 5 6 7 
12.我有良好的學術基礎，幫助我的教學. 12 1 2 3 4 5 6 7 
13.當學校要成立[教學研究小組]時，我會被選為成員.13 1 2 3 4 5 6 7 
14.學生家長認為我是一個能幹的老師. 14 1 2 3 4 5 6 7 
15.當學生家長遇到教導上的困難時，會主動找我商討.15 1 2 3 4 5 6 7 
16.我有信心向全校學生講話. 16 1 2 3 4 5 6 7 
17.我的教學成就比其他同事較好. 17 1 2 3 4 5 6 7 
18.我能為學生建立良好的學習環境. 18 1 2 3 4 5 6 7 
19.校長欣賞我的教學成效. 19 1 2 3 4 5 6 7 
20.我願意參加教師進修班. 20 1 2 3 4 5 6 7 
21.我與學生相處愉快. 21 1 2 3 4 5 6 7 
22.我與同事相處愉快. 22 1 2 3 4 5 6 7 
23.我喜歡與家長傾談. 23 1 2 3 4 5 6 7 
24.我與校長相處愉快. . „. 24 1 2 3 4 5 6 7 
25.家長能主動和我聯絡. 25 1 2 3 4 5 6 7 
26.在遇到個人問題時，同事會來開解我. 26 1 2 3 4 5 6 7 
27.我是一個受學生歡迎的老師• 27 1 2 3 4 5 6 7 
28.學生喜歡在課餘時找我傾談. 28 1 2 3 4 5 6 7 
29.與家長面談時，我感到很自在. 29 1 2 3 4 5 6 7 
30.在工作時遇到困難，有同事來幫助我. 30 1 2 3 4 5 6 7 
31.當我生病時，一定有學生來慰問我. 31 1 2 3 4 5 6 7 
32.每當學校舉辦教師活動時，我會被推舉為聯鉻人.32 1 2 3 4 5 6 7 
3.我和家長的關係很和諧. 33 1 2 3 4 5 6 7 
34.和校長相處時,我能充分地表達自己. 34 1 2 3 4 5 6 7 
35.我滿意自己，有上進心. 35 1 2 3 4 5 6 7 
36.我有應變能力. 36 1 2 3 4 5 6 7 
37.我是一個誠赏的人. 37 1 2 3 4 5 6 7 
38.我能關懷別人的情緒反應. 38 1 2 3 4 5 6 7 
39.我能以客觀的態度處理問題• 39 1 2 3 4 5 6 7 
40.我有高尚的道德操守• 40 1 2 3 4 5 6 7 
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答 案 
非常同意 同 意 略同意 兩者皆否 略不同意 不同意 極不 意 
41.我的健康狀況，令我勝任教學工作. 41 1 2 3 4 5 6 7 
42.我穿的服飾和教師的身份相稱. 42 1 2 3 4 5 6 7 
43.我是一個正派的人. 43 1 2 3 4 5 6 7 
4.我不在別人背後說閒話. 44 1 2 3 4 5 6 7 
45.我主動工作. 45 1 2 3 4 5 6 7 
46.我的決斷力很高. 46 1 2 3 4 5 6 7 
47.我能接受別人的批評. 47 1 2 3 4 5 6 7 
48.我有自制的能力. 48 1 2 3 4 5 6 7 
49.我的儀表端正，令人可觀. 49 1 2 3 4 5 6 7 
50.我能抵受工作的壓力• 50 1 2 3 4 5 6 7 
51.我能有效地管理課窒的圃書 51 1 2 3 4 5 6 7 
52.我能有效地為學生安排活動. 52 1 2 3 4 5 6 7 
53.我能有效地執行校方的行政工作. 53 1 2 3 4 5 6 7 
54.我能發揮學校同工的工作能力. 54 1 2 3 4 5 6 7 
5.我能推動家長參與學校活動• 55 1 2 3 4 5 6 7 
56.我能依時填交學校文件紀錄. 56 1 2 3 4 5 6 7 
57.我能撰擬一封得體的家長信. 57 1 2 3 4 5 6 7 
58.我能有效地為學生辦理書簿津貼. 58 1 2 3 4 5 6 7 
59.如果我是訓導主任，我定必能有效地組鄉領袖生 59 1 2 3 4 5 6 7 
(或學生長）. 
60.校長讚賞我的行政能力. 60 1 2 3 4 5 6 7 
61.如果我負責學校活動時，我必能預先草擬詳盡的 61 1 2 3 4 5 6 7 
計剷書. 
62. &果我i科主任，我能有效地主持會議. 62 1 2 3 4 5 6 7 
63.我能有效地安排家長日 63 1 2 3 4 5 6 7 
64.我能有計劃地向新生家長介紹學校的運作. 64 1 2 3 4 5 6 7 
Corresponding Questions of the Self Concept Measures 
Question Number 
Pedagogical Self 1, 4, 6, 7, 8, 10, 15 
18’ 19, 20, 22, 28, 30’ 31 
44, 45, 52, 60, 61, 64 
Social self 2, 5’ 9’ 14, 16, 21, 24 
25, 42, 43, 49, 59, 62, 63 
Personal self 3, 23, 26, 27, 29, 34, 35 
39, 41, 46, 47, 48’ 50, 53 
54, 55 
Administrative self 11, 12, 13, 17, 32, 33, 36 
37, 38, 40, 51, 56, 57, 58 
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